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GUEST EDITORIAL . • • 
Politics and Education in an Era 
of Educational Reform 
Donald G. Gill 
Our guest editorial for this issue is submitted by Dr. Donald Gill, former Chief State School Officer, 
State of Illinois, recently appointed to a chair in education at Stetson University. Dr. Gill received his doc-
torate from the University of Illinois, and seNed as professor of education and principal, Laboratory 
School, Eastern Illinois University, from 1960 to 1974. From 1974 to 1980, he seNed as Superintendent 
of Schools, Volusia County, Florida. 
Dr. Gill's editorial examines the broad question of capacity for change by the state and the nation 
within the context of short term political advantage and long term legitimate need. He deals with the 
problems faced by education in an era of reform from the standpoint of both the perception and reality of 
the circumstances surrounding those problems and attempts to analyze the criticisms which have 
evolved in light of their historical background. 
Donald Gill 
A recent report from the Illinois Project for School 
Reform, addressing the current need for educational 
reform had this to say: "Education has now become 
the necessary instrument for productive economic 
growth and successful competition in a world economy. 
Indeed, a new America and a new Illinois are taking 
shape. And the success of the new Illinois is depen-
dent upon our ability to revitalize the schools for they 
are no longer on the periphery of events. Education has 
moved to center stage." 
In my judgement, that is very close to the truth . The 
old economic era is passing away. The "Industrial Age" 
is giving way to a new economic structure based upon 
knowledge, service, and high technology. We have only 
begun to feel its effect upon the institutions of our soci-
ety. The impact promises to be profound. The public 
schools, in my view, cannot afford to play their historic 
role of merely passing on the culture, thus finding 
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themselves always catching up to the modern trends 
in society. If public education is to continue to exist as 
a strong and productive institution in society, it must 
boldly assume a role as a major agency for social 
reconstruction as it accommodates to the needs of the 
new era which we are now entering. 
The current "Reform in Education" movement which 
is sweeping the country is in response to the cultural 
changes being brought about by new economic and 
social pressures deriving from the "Third Wave" im-
pact as described by Naismith and Toffler. It should not 
surprise us that citizens are beginning to sense a need 
for change in all of society's institutions, including the 
schools. We are caught in the riptide of a disintegrating 
culture where the common core of shared values upon 
which our culture is built is becoming smaller and 
smaller. To most, this represents an exciting and chal-
lenging time of change with growing opportunity for im-
provement. To others it is a frightening and confusing 
time of transition in which firm anchorages in common 
values and eternal verities have loosened. They are 
threatened with floating freely with no traditional means 
of navigation toward any certain goal. 
However, the basic concern for all must be that, 
despite the euphoric charm of dramatic change, we 
hold fast to those moral and spiritual values which have 
for so long defined common virtue within our culture. 
We have learned through painful experience that we 
cannot easily return (if return at all) to the beloved past. 
At best, it becomes the responsibility of every genera-
tion to reform its institutions to meet the urgent needs 
of today. In doing so, I believe that the best we can do 
is to re-affirm, within this reformation, those lasting com-
mon values which stabilize the culture and allow it to 
improve and become enlightened in all of its aspects. 
In view of that we fix a perspective for today's reforms 
in education. 
That portion of the current reform movement in Amer-
ican institutions which deals with schools finds much 
of its effort manifested through the medium of politics. 
Politics and education have long been meshed in Il-
linois but only in the past two or three decades have 
we been willing to admit it. 
We had a long held tradition in Illinois and around 
the country that politics and education must be kept 
forever separate. The assumption was that education 
was somehow a fragile and pristine concept that must 
be kept unsullied by the political process and that 
politics itself was a horrible contaminate of all that is 
touched. 
As our enlightenment has grown, we have come to 
see that both assertions are faulty. Education, we have 
found , is a robust institution, able to withstand the 
onslaught of both the well-intentioned as well as the 
more sinister efforts of the body-politic acting through 
its representatives. Politics as a process through which 
the people function to govern themselves is now and 
has always been only as enlightened and virtuous as 
the citizens who make it work. It continues to be, de-
spite its interim foibles, a long range positive and pro-
ductive influence upon the institutions of American 
culture, including the schools. 
To keep education and politics separated is at best 
a naive notion and at worst a practical impossibility at 
every level of involvement, local ; state; and national. 
As we view from afar, or even up close as I have for 
the past eleven years, the machinations of the political 
process, we may wonder what good can come of that. 
My answer is that much good has and will continue to 
come of that so long as those of us who are advocates 
for education play the game effectively. 
First, however, we need to put to rest certain per-
vasive myths that clutter our perspective. Among these 
are the myth of local control of schooling, the myth that 
the value of education can be measured by a com-
petency test, and the myth that we are not getting the 
" best and brightest" to enter the teaching profession. 
Briefly let me address each. Local control , as it 
relates to schooling, is a concept that has its origins 
in the founding of our country - fear of government's 
influence on what was viewed as a rightful responsibility 
of the local church to teach students to read the scrip-
tures and thus foil the attempt of "old deluder Satan" 
to capture their spirits. As the nation was formed , the 
constitution was silent on the issue of educating the 
children . That function thus accrued to the various 
states. It has been a state responsibility from the begin-
ning and continues to be today. School districts are 
creatures of the state, controlled by state statute and 
regulation . The very limited local control usually lies 
with decisions to choose personnel but only within state 
regulation , to establish curricular offerings but only after 
state requirements have been met, and to levy taxes 
but only within prescribed limits set by the state. It 
makes one wonder why some board meetings last so 
long. Could it be politics in its most general form at 
work? 
The second myth is currently in the ascendency in 
today's helter skelter dash toward " accountability". 
That is the myth that minimal or even substantial com-
petency testing, coupled with more academic course 
requirements, can be the sole acceptable measure of 
the valued outcome of the education process. Its rise 
in popularity has become an insidious indicator of the 
" instant gratification " syndrome which is so pervasive 
in our culture. It is in the need , as felt by politicians, 
to feed this appetite for accountability within their con-
stituencies that we see simplistic notions such as these 
becoming law in so many states. A classic example of 
the cosmetic approach in Illinois occurred two legisla-
tive sessions ago. A bill to fix in law the number of 
credits for graduation from high school was passed. It, 
for the first time, prescribed in state law the number 
of credits needed before a student could graduate from 
high school. It further described in detail what these 
subjects should be. The legislature rushed to judge-
ment in this case as they responded to the perception 
that the people want to have more rigor assured in the 
school 's curriculum. In doing so, the legislature served 
only to cloud a complicated issue with a simplistic solu-
tion and in the long run the perception became the reali-
ty with potentially disastrous results. Many of their con-
stituencies might believe that schooling was improved 
by their action. For some that is sufficient. But the sad 
fact is that their action resulted in several negative 
outcomes: 
1. It further eroded the local school district's already 
limited control over curriculum and graduation 
requirements. 
2. It effectively interfered with the local school's abili-
ty, with limited time and resources, to provide 
educational experience in the so-called elective 
areas such as vocational education and even ad-
vanced courses in academic areas. In so doing, 
it literally deprived some students of sorely need-
ed schooling. 
3. Perhaps the most destructive aspect of this bill 
was that it conveyed to citizens that something 
had been done to not only assure rigor in the cur-
riculum but to guarantee improved learning out-
comes. Nothing could have been further from the 
truth. 
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The third myth that is perpetuated by many hand 
wringing critics of schools is that we are not getting the 
"Best and the Brightest" into teaching. Again those 
who arrogantly criticize usually indulge themselves in 
a simplistic definition of the term, "Best and Brightest" , 
resorting to the old favorites, test scores and grade 
point averages. Recent studies by staff at Eastern Il-
linois University and Illinois State University have 
shown clearly that teachers educated in those schools 
rank proportionally as high as those students who have 
chosen other areas of endeavor. Other institutions are 
now making the same claims. Teachers now in place 
in this state are perhaps the most capable and best 
trained from a technical standpoint that we have ever 
had. The state of the art, and science, of teaching con-
tinues to improve. What we need is not teachers who 
are more intellectually and technically competent (we 
have that in large measure). What we need is a re-
affirmation of our citizens' faith in and support for the 
schools and the young people which they serve. This 
must be done to the end that another myth, that of the 
current existence of such support, is effectively dis-
pelled. 
As this is being written, the Illinois legislature has just 
completed its struggle with an historic "package" of 
educational reform bills. The results of the legislators' 
efforts will no doubt set the direction for education in 
Illinois for decades to come. Politics will have had its 
impact. Politicians will have applied their craft effec-
tively. After all the trading has occurred and the pas-
sionate rhetoric has quieted, the schools will be left with 
the responsibility to carry out new mandates and dis-
card old ones. A fresh cycle of institutional reformation 
will have begun. 
My perception tells me that it will, on balance, be a 
good beginning. If the politicians have read their con-
stituencies correctly, there will be present the neces-
sary cosmetic treatment of complicated issues. This will 
satisfy the vast uninformed body politic that something 
important has been done for them. But most assured-
ly there will also be substantial change which will truly 
benefit the citizens for years to come. 
Politics and education will once more have inter-
acted with productive results. 
Reflective Teaching: Reflections on 
College Classroom Experiences 
Kent Beeler, Lynda Kayser, 
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Kenneth Matzner, Robert Saltmarsh 
Kent Beeler, Lynda Kayser, Kenneth Matzner, and Robert Saltmarsh are faculty members of the De-
partment of Educational Psychology and Guidance at Eastern Illinois University. They share mutual in-
terests in researching and teaching communication skills for teachers, counselors, and student person-
nel professionals, and frequently reflect on how best to do so. 
Robert Saltmarsh, Kenneth Matzner 
Lynda Kayser, Kent Beeler 
Beginning in the spring semester of 1984, under-
graduate sections of educational psychology taught by 
the authors have included Reflective Teaching as part 
of the course. Reflective Teaching (RT) is a structured 
form of small group activity with a student appointed 
to act as a designated teacher to present a lesson to 
the other group members. The RT format was devel-
oped at Ohio State University by Cruickshank and 
associates (1981). That manual is available through Phi 
Delta Kappa. 
The primary intent of RT is to guide all participants 
to reflect upon the acts of teaching and learning. A 
lesson selected from the RT manual is taught by a des-
ignated teacher to a small group of classmates. This 
lesson is followed by two reflective discussions. The 
first discussion is in the small group. The second one 
includes all the small groups assembled together and 
is facilitated by the course instructor. All of these ac-
tivities are designed to take place within one class 
meeting. 
The purpose of this article is to provide details of the 
process and to offer the observations available from 
having incorporated RT into eight selected sections of 
one course within the teacher preparation curriculum 
at Eastern Illinois University. 
Early Research 
The first controlled study with RT was done at Ohio 
State University in 1981 . That study used four sections 
of upper class students in methods courses (n = 101) 
who were randomly assigned to two treatment condi-
tions: (a) RT experience; (b) Review of a Curriculum 
Packet - entitled " Teaching: The Roots of Our Pro-
fession." Pre- and post-measures were taken with in-
struments designed to measure dependent variables 
related to three directional hypotheses: (a) As a result 
of participation in RT, students will be better able to 
express themselves on matters concerning teaching 
and learning. (b) As a result of participation in RT, 
students will be better able to identify a greater number 
and wider variety of variables potentially operative dur-
ing an act of teaching. (c) As a result of participation 
in RT, students will report more favorable attitudes 
toward their undergraduate preparation to teach, their 
perceptions of themselves as teachers, and teaching 
in general (Cruickshank et al., 1981 ). 
Logits analyses on the qualitative data provided evi-
dence that students exposed to RT enhanced their 
abilities to express themselves in an analytical man-
ner on issues concerning teaching. 
The RTL Structure 
The instructor's manual outlines the sequential steps 
in presenting a reflective teaching lesson (RTL). Essen-
tially, the process involves a before-during-after flow of 
activities to be carried out by the designated teacher, 
the course instructor, or both. 
Beginning RTL when all students are present (5 
minute wait period) minimizes disruptions caused by 
late arrivals. If RTL's are conducted concurrently, the 
course instructor will need to circulate learner satisfac-
tion forms and other materials to designated teachers 
just prior to the beginning of the lesson. 
The RT model includes a small group reflective 
discussion after the lesson. The manual specifies that 
the discussion be lead by the designated teacher (the 
student who has just taught the RTL). The RT manual 
outlines a series of questions to guide both the small 
and large group discussions. Discussing these ques-
tions is an important aspect of the teaching-learning 
process. If the course instructor incorporates evalua-
tion of RTL's, it is recommended that learner satisfac-
tion forms be completed after the small group discus-
sion. 
The large group discussion, led by the course instruc-
tor, begins after everyone has been reassembled. 
Designated teachers are asked to share their RTL ex-
perience, including how they went about preparing and 
teaching the assigned lesson. They also should de-
scribe what was learned about their teaching selves, 
and about personal changes in attitudes and beliefs 
concerning the dynamics of the teaching-learning pro-
cess and learners themselves. 
Organization of Lessons 
There are 36 RTL's in the instructor's manual from 
which to choose. RTL's are classified by learning do-
mains, content, and teaching behaviors. The learning 
domains are cognitive, affective, and psychomotor. It 
is recommended that the course instructor select les-
sons representing each of the domains. 
RTL's are also categorized according to content. The 
lessons are purposely designed to be curriculum-free, 
meaning that the content is neutral and not normally 
taught as part of any academic discipline or in teacher 
education courses. All but four of the lessons feature 
content unrelated to professional education. Rather 
than be caught up in lesson content, the goal is to have 
learners become increasingly sensitive to the teaching-
learning process. 
RTL's are also grouped by type of teacher behaviors 
present in the teaching act - demonstrate, describe, 
designate, explain, foster attitude change, stimulate, 
and practice problem-solving. Some RTL's combine 
more than one teaching behavior. 
Selecting RTL's 
To ensure a balance in RTL presentations, it is 
recommended that selected lessons represent all learn-
i ng domains, be content-free, and reflect a variety of 
teaching behaviors. To expose the students to a varie-
ty of domains, the teacher educator might consider, for 
example, assigning an RTL focusing on the psych-
omotor domain to an English major rather than an in-
dustrial arts student. Cognitive-oriented lessons might 
be chosen for industrial arts majors. A business stu-
dent might be assigned an affective domain lesson . 
Knowing the students personally is the best way to en-
sure that appropriate RTL's are selected for repre-
sentation. 
The teaching time of individual RTL's varies from 1 O 
to 15 minutes, with the majority being the longer time 
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block. The teacher educator using RT may want to 
consider the time variable when selecting lessons. 
Although RTL's are designed to be curriculum-
neutral, it is possible that some individuals may be 
assigned lessons with which they have had previous 
educational or life experiences. The impact of such in-
fluences, when surfacing, does not seem to affect the 
delivery of a lesson. Previous familiarity with lesson 
material may, however, give a slight edge in the prepa-
ration stage. For example, designated students given 
the RTL lesson on the arrowhead task might have an 
initial advantage if they have a developed interest in 
arrowheads, have read about them, visited museum 
displays, or perhaps have a personal collection. 
After working with RTL's, instructors may want to 
develop their own, or even better, encourage student 
design of lessons based on the established format. 
Small groups can also create RTL's as part of a course 
experience or requirement. A section within the instruc-
tor's manual discusses how to write RTL's. 
Group Composition 
The authors' experience indicates that optimal group 
size ranges from five to eight members. The lower limit 
is based on the minimum number needed for conduct-
ing a meaningful reflective small group discussion after 
the presentation of the lesson. When the group size is 
five, with one member as designated teacher, only four 
learners are left to provide feedback to the teacher. 
This number is adequate so long as all are present, but 
if one learner is absent, the discussion must be car-
ried by three. 
At the upper limit of group size, the main considera-
tion is the number of class periods which must be set 
aside for the RT program. With eight members in each 
group, eight different lessons would be presented, and 
eight 50-minute periods would be required. This time 
requirement must be considered in light of the total 
number of class sessions available in the course. 
Philosophies of how to constitute the groups seem 
to be of two main types: maintaining consistent group 
membership over all sessions, and systematically 
changing group membership from session to session. 
Of those who prefer consistent group membership, the 
development of group cohesion is the most desirable 
effect of the arrangement. Proponents of this view 
argue that cohesion enables these students to be more 
open in giving and receiving feedback. It also eliminates 
lost time at the beginning of class when students are 
trying to find their assigned lesson site. In addition, the 
students seem to prefer consistent group membership. 
A concurrent issue with regard to the assignment of 
membership to the consistent groups is selection 
criteria. The authors generally agree that a similar 
balance of males and females is desirable across 
groups, although it seems wise to separate " love bird" 
pairs. If the course instructor is able to gain a sense 
of which students are more willing to speak up or are 
less so, it is useful to evenly distribute these two types 
of students across groups. 
The order in which students are assigned to the 
designated teacher role should also be considered. A 
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student who seems more energetic and articulate is 
recommended as the designated teacher for the first 
session in each group. It has been observed that this 
lesson seems to set the pace for the level of creative 
effort on the part of subsequent designated teachers: 
Further, congruent with the logic of the effects of the 
first lesson, the authors suggest that the course instruc-
tor select for the first lesson one which is enjoyable for 
the students (e.g., the origami paper folding task). 
Another issue regarding the assignment of roles is 
that of the selection of the student responsible for con-
ducting the reflective discussion part of the lesson. 
Despite the above-mentioned recommendation of the 
manual to expect the designated teacher to conduct 
this discussion, the authors suggest a different plan. 
If the designated teacher must conduct his or her own 
reflective discussion, there seems a significant temp-
tation to be less than completely objective in the pro-
cedure. However, if a second articulate and responsi-
ble group member (or a graduate assistant) can be 
assigned as the discussion leader, the feedback seems 
more productive. In the next RT session, the first 
designated teacher becomes the second discussion 
leader, and so that role rotates. Further, in order to 
facilitate greater honesty of critique, it is suggested that 
the course instructor should not be present during the 
small group reflective discussion. 
Those who support the idea of systematically rotating 
group membership argue against the desirability of 
group cohesion. This cohesiveness might tempt the 
members to become so mutually self-protective that 
some useful negative feedback might be withheld. Fur-
ther, the consistent membership groups may develop 
an "inbred" style of presentation of the lessons or in 
the conduct of the small group reflective discussion ses-
sion. A turnover of membership would be more likely 
to stimulate new ideas. A few complicating factors in 
the rotating group membership model are those same 
issues considered above in the assignment of students 
to the consistent groups. 
Teaching Sites 
In the authors' present arrangements, small rooms 
designed for seminars and group counseling sessions 
are used as teaching sites. The rooms are in close prox-
imity. However, scheduling conflicts sometimes neces-
sitate the use of whatever empty classrooms might be 
available in the building at the time. The former ar-
rangement is definitely more desirable because it 
enables the course instructor to move from group to 
group more easily with a minimum of time lost during 
transitions. The authors also recommend that a gradu-
ate assistant be available to assist in monitoring the 
sessions. In addition, an assistant can monitor video 
equipment if used. However, the RT program has been 
successfully implemented without an assistant if the 
number of groups was only two or three. 
Sites should be private and they must include at least 
a chalkboard or overhead projector for the designated 
teacher's use. It is not desirable that more than one 
teaching session be conducted in the same room at the 
same time, although this approach has been success-
fully used by Cruickshank (1984). 
Video as an Adjunct to RT 
In two _of the sections of educational psychology, 
each designated teacher was recorded on video tape 
durin_g the presentation of the lesson. Subsequently, 
appointments were arranged for individual review of the 
taped session. Reviews were done in consultation with 
either the course instructor or a graduate assistant. 
. <?riginally the !ntent ~as to provide evaluative super-
vIsIon . It was quickly discovered that such activity was 
not required from the "consultant. " Students regular-
ly provided their own critiques. 
Many of the students had never seen themselves on 
videotape. Therefore the interest was intense. With one 
or two exceptions of camera phobia response, the 
learners were fascinated and were easily drawn into 
the reflections upon their own teaching performances. 
Since the role of the "consultant" was to operate the 
equipment and respond to the comments of the stu-
dents, there was no burden of criticism to intimidate 
the process. The tape was stopped at various points, 
usually upon the request of the student, and an open 
discussion of choices about teacher behaviors was 
stimulated. 
The use of video technology in this manner is close-
ly relate? to th~ work of Kagan and Krathwohl (1967). 
These pioneering efforts have formed a foundation for 
the training of counselors and therapists for well over 
a decade. As a result of these experiences and earlier 
work with video taped " micro teaching " (Ivey, 1978), 
the use of video as a " consultant-to-self" has been 
found to be highly effective in the preparation of teach-
ers. Continuing supervision, evaluation, and develop-
ment of practicing faculty may be easily enhanced by 
this video-based format. 
Assessment 
While RT is an enjoyable experience for most, with-
out some kind of assessment, it can become a mean-
ingles~ exercis~. One built-in advantage of the RT pro-
gram Is the variety of possibilities for immediate feed-
back f~llowing the lesson. Since this is the first teaching 
experience for most of the students, immediate, non-
threatening feedback is highly beneficial for them. The 
small and large group discussions serve as vehicles 
for immediate feedback for the teacher and are relative-
ly non-threatening since no grade is assigned and 
everyone participates at one time or another. 
There are other methods of assessment which can 
~e incorporated !nto the RT experience. Every lesson 
includes some kind of test to be given to the students 
by the designated teacher at the conclusion of the 
lesson . This allows for another source of immediate 
knowledge of level of success. 
A third method of assessment is the learner satisfac-
tion form meant to evaluate learner achievement and 
~atisfaction. The form which accompanies the pub-
lished RT manual consists of four simple ratings from 
" very satisfied " to " very unsatisfied," along with the 
question, " What could your teacher have done to in-
crease your satisfaction?" It is the authors' contention 
that this form is presented in such a way that most 
learners will check " satisfied" or " very satisfied," either 
because they do not want to hurt their fellow class-
mates, or they are anticipating their own teaching and 
are hoping classmates will reciprocate with satisfactory 
feedback. Therefore, another form was devised by one 
of the authors (see Figure 1) which asks the learner to 
circle a number that represents overall level of satisfac-
tion . Numbers from 1 to 10 are listed horizontally with 
corresponding categories of " exceptional " to " dissat-
isfied." This not only forces the learner to be more ob-
jective, but also allows for a greater number of possi-
ble descriptors from which to choose. 
FIGURE 1 
Learner Satisfaction Form 
Reflective Teaching Lesson (RTL) 
Dept. of Ed. Psych. & Guid. 
Eastern Illinois University 
Name of RTL Designated Teacher ;=-::---:-::-- ------------ - -----------
(print) 
1. Pl~a~e consider ~ow well you , as a learner, were satisfied with today 's Reflective Teaching Lesson. In 
arriving at a ranking , take these items into account: 
• classroom arrangement and use of teaching materials 
• presence of creative or unusual teaching ways 
• eliciting and handling of questions from the group 
• use of teaching time according to schedule and sequence 
Circle a number on the line below that represents your overall level of learner satisfaction. 
10 9.5 9 8 7.5 7 6 5.5 5 4 3.5 3 2 1.5 
Exceptionally Very Well O.K. Not Qu ite Dissatisfied 
2. What could your RTL Teacher have done to increase your satisfaction? 
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Another method of assessment incorporated by two 
of the authors is use of Interpersonal Process Recall 
(Kagan & Krathwahl , 1967) while viewing the video-
taped session. As described above, the tape is viewed 
with a graduate assisant at some time during the week 
following the teaching of the lesson . 
A final means of assessment used by two of the 
authors is a written self-analysis by the designated 
teacher. This is due one week after the lesson and in-
cludes discussion of preparation, the positive and 
negative aspects of the teaching itself, the verbal feed-
back, what the designated teacher learned by teaching 
the lesson , and a general application to teaching itself. 
The written paper is the most structured of the assess-
ment techniques, and therefore students often want 
some kind of evaluation from the course instructor. With 
this in mind, the instructors have assigned points (not 
grades) with the total number being given to those who 
adequately complete the self analysis. Most students 
receive the total amount of points ; those few who do 
not simply describe the lesson without analyzing it. 
" In-House" Findings 
While there was no effort among the authors to con-
duct a controlled study, there were several findings 
resulting from observation , discussion , and student 
report . These findings were: 
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1. First Teaching. Nearly all of the students identified 
the RT program as their first formal teaching ex-
periences which included advanced planning, 
complete responsibility for the design and man-
agement of the learning group and the lesson, 
and a testing of the results of teaching. There 
were a few exceptions. These inlcuded some who 
had taught Sunday School or camp activities, and 
some who had done " micro-teaching" in other 
education classes. 
2. Fear Relief. Consistently, students reported the 
sequence of being horrified , settling into anxiety, 
considering a change of major, summoning cour-
age, doing the teaching , finding it exciting, easi-
ly transcending the fears , and establishing new 
confidence for student teaching . Pre-teaching 
with friends and/or roommates is one factor that 
helped in the above sequence. These activities 
were entirely voluntary. Only a few of the desig-
nated teachers omitted this form of rehearsal and 
preparation . Of those who included it, a theme 
that was repeated was the " debugging" of lesson 
design and performance style. 
3. Blossoming. Among the authors there was a 
unanimous report of students previously seen as 
shy, or uninvolved , suddenly becoming expres-
sive, energetic, well-organized , and creative dur-
ing the actual teaching of their lessons . 
4. Behavioral Objectives Revisited! During the large 
group reflective discussion at the close of the RTL 
participants expressed a clear recognition that the 
opportunity to perform and demonstrate a set of 
skills is preferable to taking paper and pencil ex-
ams. Such awareness early in teacher prepara-
tion will support some of the critical revisions 
demanded by the current commission reports . 
Monitoring Use of RTL's 
An important factor to monitor is college-wide use of 
RT. Does the education faculty consistently incorporate 
RTL's for all trainees as a regular part of a specific 
course? Are certain lessons used more than others so 
that replication shows up in education classes? How 
can situations be avoided so that a student does not 
teach the identical lesson in a later course? Other prob-
lems may arise concerning the use of RTL's. Conse-
quently, it may be desirable to designate a faculty 
member to monitor RTL use so duplicating of experi-
ences is minimized . This individual might be selected 
from faculty members intending to incorporate RT in 
their courses. 
Related RTL Questions 
At what point in the academic term should instruc-
tors initiate RTL's? Should instructors teach a sample 
RTL? What handouts about RT should be prepared for 
students? When and how should designated teachers 
meet with the instructor? Who should be responsible 
for providing RTL materials: the instructor or designated 
teachers? Should completed learner satisfaction forms 
be used as part of student course evaluations? Should 
an option exist for videotaping and playback to desig-
nated teachers? Is there value in meeting with desig-
nated teachers after the large group discussion? These 
and other questions often arise as faculty members 
consider using RTL's. 
Recommendations 
Since this is the first teaching assignment for most 
of the students, it is recommended that sufficient time 
be allotted for the description of the RT process. the 
more knowledgeable the students are of the proce-
dures, the less anxious they seem to be. 
Also , the RT manual recommends the groups con-
sist of tour to six members, but it is the authors ' con-
tention that five to eight members are acceptable ; six-
member groups are more ideal. A four-member group 
seems to have difficulty with the initial discussion , and 
groups over six in number take a greater amount of 
class time to complete all of the lessons. 
The authors suggest that the lessons selected in-
clude a variety of the learning domains and teaching 
behaviors . This not only allows for greater flexibility of 
teaching , but also assures that interest in the lessons 
will not dissipate. The varied lessons also give students 
a better understanding of the diversification and modi-
fication often needed by the classroom teacher. 
In addition, since a person's first teaching experience 
is often anxiety-provoking, letter grades should not be 
assigned to the teaching per se. The authors do be-
lieve, however, that credit can be given for completion 
of the teaching assignment or a written summary of the 
experience. 
Furthermore, students need to be somehow encour-
aged to attend RT classes when they are the learners. 
It is discouraging to the designated teacher to have 
prepared a lesson and find some of the learners ab-
sent. Two of the authors have given extra credit to 
students attending RT sessions. Others strongly em-
phasize to the class the importance of attendance. 
A final recommendation is to conduct more exten-
sive empirical research on the effects of RT. Key 
research areas include student motivation, peer feed-
back as a useful tool in assessment, preparation for stu-
dent teaching, and teacher confidence. 
References 
Cruickshank, D., Holton, J., Fay, D., Williams, J., Kennedy, J., Myers, 
B. , & Hough, J. (1981). Reflective teaching: Instructor's manual. 
Bloomington, IN: Phi Delta Kappa. 
Cruickshank, D. (1984, Spring). Phi Delta Kappa presentation at 
Eastern Illinois University, Charleston, IL. 
Ivey, A. E. & Authier, J. (1978). Microcounseling: Innovations in in-
terviewing, counseling, psychotherapy, and psychoeducation. 
Springfield, IL: Charles C. Thomas. 
Kagan, N. & Krathwahl, D. (1967, December). Studies in human in-
teraction . East Lansing, Ml : Michigan State University, Educa-
tion Publication Services. 
The Academic Quality of Teacher 
Certification Graduates .... Continued 
Josephine C. Barger, Robert N. Barger, John J. Rearden 
This article reports the results of a follow-up survey on another piece of research which studied 5815 
Eastern Illinois University graduates who graduated in the years 1982, 1983, and 1984. In that research, 
which was published in the Fall, 1984 issue of the Journal, the authors established through accepted in-
ferential research measures that Eastern 's teacher certification graduates were academically superior 
to Eastern 'sgraduates who did not receive teacher certification. The results of the earlier study were sta-
tistically significant, whether comparison was made on the basis of cumulative GP.A. , upper division 
major G.P.A., or upper division major G.P.A. with grades for professional education courses excluded. 
In the current article, grade point averages, ACT scores, and high school rank were statistically exam-
ined for 1982, 1983, and 1984 Eastern Illinois University graduates. EIU teacher graduates proved su-
perior to non-teacher graduates on GP As, but inferior on ACT scores. These facts and additional cited 
research refute A Nation at Risks 's charges concerning the quality of teacher certification graduates. 
Josephine C. Barger 
Robert N. Barger 
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tional personnel. John J. Rearden 
is Professor of Psychology, Col-
lege of Arts and Sciences, Eastern 
Illinois University. His research 
specialties are statistical analysis 
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goldfish. 
In the wake of numerous reports on the general qual-
ity of American education, there has been much dis-
cussion in particular about the quality of teacher certi-
fication graduates. The National Commission on Ex-
cellence in Education, in its report A Nation at Risk: 
The Imperative for Educational Reform (1983), set the 
tone for this discussion with its comment that "not 
enough of the academically able students are being at-
tracted to teaching .... Too many teachers are being 
drawn from the bottom quarter of graduating high 
school and college students" (p. 22). The National 
Commission on Excellence in Teacher Education, in 
A Call for Change in Teacher Education (1985), to some 
extent agreed with this assessment, although it found 
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more mixed evidence on the subject. 
The drafters of A Nation at Risk and many subse-
quent reports have based their judgments of teacher 
graduate quality largely on the American College Test 
(ACT) and Scholastic Aptitude Test (SAT) scores of high 
school students declaring an intention to be teachers. 
These scores do not provide an adequate basis for 
making such a judgment. They are simply indicators 
of college potential and are four or five years removed 
from the final academic evaluation of how that poten-
tial has been realized in a teacher certification gradu-
ate. Furthermore, the use of such scores as a basis for 
judgment carries with it the invalid assumption that high 
school students expressing such an interest in teach-
ing are subsequently admitted to and graduated from 
teacher certification programs. 
A more realistic measure of teacher certification grad-
uate quality is one based on the actual academic per-
formance of teacher certification graduates. Recent stu-
dies of graduates of large state universities have shown 
that teacher certification graduates have higher grade 
point averages (GPAs) than non-teacher certification 
graduates (Fisher & Feldmann, 1985, and Nelli , 1984). 
Cohen (1984), using a balanced analysis of variance 
design for 18 of the campuses of the California State 
University system, and Lee (1985), using data from a 
ten year study of both public and private college 
graduates, also found teacher certification graduates 
to be superior in GPA to non-teacher certification 
graduates. Only the Nelli study, with 66 teacher certifi-
cation graduates, controlled for possible grade inflation 
resulting from professional education courses. The pre-
sent study, using a much larger number of graduates, 
examines GPAs both with, and without, the inclusion 
of grades in all professional education courses. 
Method 
The population for th is study included all Eastern Illi-
nois University graduates who received their under-
graduate degrees in 1982, 1983, and 1984. The total 
number of degrees awarded during these years was 
6625. Some graduates received more than one degree 
during this period. Therefore, all degrees beyond the 
first were excluded so that graduates' data would be 
computed only once. This decision, plus data attrition 
due to file purging, data entry error, and the exclusion 
of the graduates of two unique programs, reduced the 
population to 5815. 
Student files on semester data tapes were searched 
from Fall, 1979, through Fall, 1984. An individual record 
for each student was constructed from these files con-
sisting of the following variables: year of graduation 
(1982, 1983, or 1984); semester of graduation (Fall, 
Spring, or Summer); type of degree program the stu-
dent was in (" certification-only" if the degree could not 
be earned without teacher certification being coupled 
with it, e.g. , a B.S. in elementary education; " straight-
degree" if the degree did not offer the possibil ity of 
teacher certification , e.g ., B.A. in philosophy; " option" 
if the degree could be earned with or without teacher 
certification being coupled with it, e.g ., B.A. in History 
or B.A. in History with teacher certification); certifica-
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tion status (whether the student himself/herself was in 
a teacher certification program); the student's ACT 
scores, if available; the student's high school class per-
centile rank, if available; the student's cumulative GPA 
for all courses taken at Eastern; the student's upper 
division major GPA; and the student's adjusted upper 
division major GPA. 
The upper division major GPA was based on all junior 
and senior level courses taken by the student which 
were prescribed for the student's major, either as re-
quired or elective courses. The adjusted upper division 
major GPA was obtained by removing all professional 
education courses from the upper division major GPA 
calculation . 
Results 
A 3 x 3 x 2 x 2 unbalanced analysis of variance was 
computed on all students' ACT scores, high school 
class percentile ranks , and GPAs. The independent 
variables were year of graduation, semester of gradu-
ation, type of degree program, and certification status. 
The ACT scores analyzed were the English, Mathe-
matics, Social Studies, Natural Science, and Compos-
ite scores. The ACT analysis was based on the 3152 
graduates for whom data was available. The year of 
graduation was not related to these aptitude measures. 
Teacher certification graduates (hereafter known as 
" teacher graduates") were very significantly inferior to 
non-teacher certification graduates (hereafter known as 
" non-teacher graduates") for all ACT scores, but not 
for high school class percentile rank (p < .0001 ). 
A significant (p < .003) interaction between the kind 
of program a student was in and the student's certifi-
cation status was found for the Mathematics, Social 
Studies, Natural Science, and Composite ACT scores 
(see Figure 1: mean Composite ACT score for teacher 
graduates in certification-only programs = 18. 70, for 
non-teacher graduates in straight-degree programs = 
21 .29; mean Composite ACT score for teacher 
graduates in option programs = 19.28, for non-teacher 
graduates in option programs = 20.01 ). The interac-
tive pattern did not apply to the English score, but all 
teacher graduates were very significantly inferior to all 
non-teacher graduates in the non-interactive analysis 
of the English score (p < .0001 ). 
Academic performance was analyzed for 5815 
graduates by using three meaures based on grades: 
the cumulative GPA, the upper division major GPA, and 
the adjusted upper division major GPA. Teacher grad-
uates were very significantly superior to non-teacher 
graduates on all GPAs (p < .0001). There were no 
significant differences among the three years studied 
in the cumulative GPA, but both the upper division ma-
jor GPA and the adjusted upper division major GPA 
showed a significant (p < .009) decreasing trend over 
the three year period with a concomitant decreasing 
difference between the scores (1982: mean upper di-
vision major GPA = 3.083, mean adjusted upper divi-
sion major GPA = 3.064, difference = .019; 1983: 
mean upper division major GPA = 3.050, mean ad-
justed upper division major GPA = 3.038, difference 
= .012; 1984: mean upper division major GPA = 
3.019, mean adjusted upper division major GPA = 
3.012, difference = .007). 
For all three GPAs, there was a very significant inter-
action between the kind of program graduates were in 
and their certification status (p < .0001 ). This interac-
tion showed the greatest difference in GPA when non-
teacher graduates in straight-degree programs were 
compared with teacher graduates in certification-only 
programs (see Figure 1: mean adjusted upper division 
major GPA for teacher graduates in certification-only 
programs = 3.29, for non-teacher graduates in straight-
degree programs = 2.85). The smallest difference was 
between adjusted upper division major GPA of teacher 
graduates and non-teacher graduates in option pro-
grams (see Figure 1: mean adjusted upper division ma-
jor GPA for teacher graduates in option programs = 
3.17, for non-teacher graduates in option programs = 
3.13). 
A highly significant t-test correlation was found when 
the upper division major GPA and the adjusted upper 
division major GPA for teacher graduates were com-
pared (p < .001, t = 8.66, mean upper division major 
GPA = 3.28, mean adjusted upper division major GPA 
= 3.24). 
The GPAs were correlated with the ACT scores for 
all graduates (see Table I). Cumulative GPA is best pre-
dicted by high school class percentile rank (r2 = .25), 
while the best ACT predictor of cumulative GPA is the 
English score (r2 = .17). This relationship was reflected 
in the multiple regression where all the ACT scores and 
the high school class percentile rank were used to pre-
dict the upper division major GPA. The ACT English 
score, high school class percentile rank, and ACT 
Social Studies score, in that order, were the best pre-
dictors in the highly significant (p = .0001) regression 
equation either when entered into the equation first or 
last (SAS type I SS or type Ill SS). The ACT Mathemat-
ics score was not a significant predictor when entered 
into the equation first, but was a significant predictor 
when entered last (p = .003). Only the ACT Natural 
Science score failed to significantly predict upper divi-
sion major GPA. 
To examine the difference between teacher gradu-
ates and non-teacher graduates in option programs, a 
2 x 23 analysis of variance restricted to graduates who 
were in departments with option programs was com-
puted for GPAs, ACT scores, and high school class per-
centile rank. Teacher graduates were very significant-
ly superior on cumulative GPA (mean cumulative GPA 
for 699 teacher graduates = 3.06, for 1667 non-teacher 
graduates = 2.96, (p < .0001 ). They were also signfi-
ciantly superior for upper division major GPA (mean up-
per division major GPA for 697 teacher graduates = 
3.27, for 1644 non-teacher graduates = 3.13, 
p. < .001. Finally, they were significantly superior for 
adjusted upper division major GPA (mean adjusted up-
per division major GPA for 692 teacher graduates = 
3.17, for 1644 non-teacher graduates = 3.13, p < .05). 
Teacher graduates were significantly inferior on the 
ACT English score (mean ACT English score for 383 
teacher graduates = 18.89, for 891 non-teacher 
graduates = 19.64, p < .004). They were also signifi-
cantly inferior on the ACT Social Studies score (mean 
ACT Social Studies score for 383 teacher graduates 
= 18.03, for 890 non-teacher graduates = 19.19, 
p < .001 ). Finally, they were significantly inferior on the 
ACT composite score (mean ACT composite score for 
383 teacher graduates = 19.28, for 888 non-teacher 
graduates = 20.01, p < .01 ). They were not significant-
ly inferior on ACT Mathematics or ACT Natural Science 
scores. There were, of course, highly significant differ-
ences among programs (p = .0001 ). Only in the ad-
justed upper division major GPA was there a signifi-
cant interaction between major and whether or not 
graduates were in teacher certification programs 
(p < .01). 
Discussion 
A survey of more than 1600 institutions of higher 
education found that there had been an increase in 
undergraduate GPA between the mid-1960s and the 
mid-1970s, but that this increase had reversed itself in 
the past decade (Quann, 1985). The present study indi-
cates that grade deflation in upper division major 
courses has occurred at Eastern over the last three 
years. This is evidenced by the significant tendency to 
assign increasingly lower grades over the years in the 
upper division courses. The decreasing differences be-
tween the upper division major GPA and the adjusted 
upper division major GPA over the years indicate that 
this deflation has occurred even more in professional 
education courses than it has in other types of courses. 
The deflation trend was not present in the analysis of 
cumulative GPA. 
The main purpose of this study was to compare the 
quality of teacher graduates with non-teacher gradu-
ates at Eastern Illinois University for the years 1982, 
1983, and 1984. Across all programs in these years, 
teacher graduates were significantly inferior to non-
teacher graduates on all ACT scores, but were signifi-
cantly superior on all three GPAs. The most equitable 
type of comparison, however, is not across all pro-
grams. It is between teacher graduates and non-
teacher graduates in option programs. When this type 
of comparison was done, the results were basically the 
same as those for all programs. 
It is particularly interesting to look at the adjusted up-
per division major GPA for teacher graduates and non-
teacher graduates in option programs. The adjusted up-
per division major GPA is a more equitable compara-
tive measure than the cumulative GPA because the 
cumulative GPA is based only on course work taken 
at Eastern and therefore does not reflect the previous, 
mostly lower division, course work of transfer students 
who comprise about one third of the study's popula-
tion. The adjusted upper division major GPA, on the 
other hand, is based only on the upper division course 
work prescribed for the student 's major. It is a better 
comparative measure than the upper division major 
GPA because it excludes all professional education 
courses and thus allows for a GPA comparison of vir-
tually the same courses for teacher graduates and non-
teacher graduates within the same program. 
Since a comparison of upper division major GPAs 
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for teacher graduates and non-teacher graduates within 
option programs still shows the teacher graduates to 
be significantly superior to the non-teacher graduates, 
even when judged by the most demanding of academ-
ic standards, the authors reject the conclusion of A Na-
tion at Risk regarding the inferiority of teacher 
graduates. 
A caution needs to be added to the above conclu-
sion. The teacher graduates in this study comprise a 
selected sample. In order to be admitted to, and to grad-
uate from, a teacher certification program at Eastern 
Illinois University, a student must have a 2.25 
cumulative GPA. Candidates for graduation in non-
teacher programs need only have a 2.00 cumulative 
GPA in order to graduate. 
Criticisms of America's teacher graduates by A Na-
tion at Risk and other studies cite the inferior aptitude 
of high school students declaring an intention to enter 
the teaching profession. A large number of these stu-
dents probably do not enter teacher certification pro-
grams. Those who do may perform better than their 
ACT or SAT scores predict, since this study has found 
that the grades of those who receive teacher certifica-
tion are superior to those of non-teacher graduates. 
Cohen (1984), Fisher & Feldmann (1985), Lee (1985), 
and Nelli (1984) also found teacher graduates to be 
superior in GPA, supporting the representativeness of 
the findings of the present study. 
This research leaves unanswered the predictability 
of college grades for the effectiveness of teaching. Also 
unanswered is the question of long-term persistence 
in the education field for the teacher graduates in this 
study (although a follow-up of the 1606 graduates in 
the study who received teacher certification in 1982, 
1983, and 1984 has indicated that 73% of them took 
a position in the field of education and that 64% were 
still in the field at the end of the 1984-85 school year). 
References 
Cohen, D. (1984). A study of the academic qualifications of students 
recommended for basic teaching credentials. (Unpublished 
report). Bakersfield , CA: California State College. 
Fisher, R., & Feldmann, M. (1985). Some answers about the quality 
of teacher education students. Journal of Teacher Education , 
36 (3) , 37-40. 
Lee, J . (1985) . Tomorrow's teachers . (Report produced under U.S. 
Department of Education Contract No. 300-83-0160). Wash-
ington, D.C. : Appfled Systems Institute, Inc. 
National Commission on Excellence in Education. (1983) . A nation 
at risk: the imperative for educational reform. Washington , 
D.C.: Government Printing Office. 
National Commission on Excellence in Teacher Education. (1985). 
A call for change in teacher education . Washington , D.C.: 
American Association of Colleges for Teacher Education. 
Nell i, E (1984). A research-based response to allegations that edu-
cation students are academically inferior. Action in Teacher 
Education, 6, 73-80. 
Quann, C. (1985). Grades and Grading. Washington , D.C.: American 
Association of Collegiate Registrars and Admissions Officers. 
Table I 
Correlations Between High School Predictors 
and College GPAs 
Grade point averages 
High School Upper Adjusted Upper 
Predictor Division Major Division Major 
1. Class percentile rank .334 .335 
2. ACT English .286 .286 
3. ACT Mathematics .129 .136 
4. ACT Social Studies .207 .210 
5. ACT Natural Science .160 .164 
6. ACT Composite .232 .236 
Note: All correlations are significant at p <.0001 
Figure 1. Interaction of Selected Teacher/Non-Teacher Variables. 
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On Cross Cultural Understanding 
George Arakapadavil 
The editor is convinced that this article is a very significant piece of work. For many readers, it will 
probably require a second, more reflective reading. To bolster our opinion, we submitted the article to 
two specialists in educational foundations whose reviews included comments such as, " fascinating . .. in-
sightful analytic slant . .. impeccable scholarship . . . very publishable." Although it cannot be consid-
ered light reading, it is quite clear in its reasoning. Anyone with an interest in the topic (and this should in-
clude any teacher) will certainly profit from taking the time to think through this article. 
George Arakapadavil 
Educators are becoming increasingly aware of the 
need for cross cultural understanding and the impor-
tance of cross cultural studies to fulfill this need. Many 
colleges and universities now offer courses in cross 
cultural studies in their curricula. The nature and 
scope of cross cultural understanding, however, is not 
well defined. 
The purpose of this study is to discuss some of the 
complexities involved in cross cultural understanding 
at the epistemological and methodological levels. I 
shall first examine the nature of cultural knowledge 
and then inquire into some of the methods of cultural 
understanding. I shall argue that knowing and under-
standing another culture or another way of life entails 
extending one's own culture - not simply bringing 
the other way of life within the existing boundaries of 
one's own, but understanding it in its own context. 
The Nature of Cultural Knowledge 
Cultural knowledge is different from other kinds of 
knowledge. In particular, cultural knowledge is of a 
different logical order than knowledge in the natural 
sciences. We can establish this by showing that there 
is an essential distinction between natural phen-
omena and human phenomena. If we do not make 
such a distinction, we reduce human phenomena (ac-
tions) to natural phenomena (events). 
Dr. George Arakapadavil is As-
sistant Professor of Educational 
Foundations at Illinois State Uni-
versity. 
Against those pursuing the mechanical explanation 
of human actions such as Hobbes and Hull, Peters 
and Tajfel (1957) clearly have shown that physical 
events or bodily movements cannot be the genus of 
which actions are a species. The same bodily move-
ments can be used to perform quite different actions, 
and the same action can be performed by means of 
quite different bodily movements. For instance, the 
bodily movements that are employed to write a per-
son's name may be used to sign a check or an auto-
graph, i.e., to perform different human actions. Sim-
ilarly, the human action of paying a debt may be per-
formed by the bodily movements involved in signing a 
check or in handing over cash. As Mac lntire (1967, p. 
212) pointed out, "The criteria which we imply in judg-
ing that two bodily movements are the same or differ-
ent are quite other than the criteria which we use in 
judging that two actions are the same or different." In 
the above example, in judging that two events are the 
same or different, we employ criteria that make refer-
ence to bodily movements involved in the events. In 
order to say that two actions are the same or different, 
we cannot use the criteria used to judge bodily move-
ments. In order to characterize movements as human 
actions, reference must be made to the agent's pur-
pose or intentions. 
Unless there is some purpose implicit in our behav-
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ior, unless we can detect some principle of action in 
our behavior, what we have is not an action at all , but 
merely a bodily movement. For instance, if an element 
of behavior - say, a handshake - is described in 
terms of muscular and nervous mechanisms, it is 
thereby treated as a physical movement and not an 
action. The distinctive feature of an action is omitted 
from such a description. If, on the other hand, the 
handshake is described in terms of the agent 's pur-
poses, intentions, or motives, the behavior is thereby 
treated as an action . To make this distinction is not to 
deny that muscular and nervous mechanisms are 
necessary but to make clear that they are insufficient 
to account for human actions. 
The inadequacy of mechanical descriptions of hu-
man affairs has been illustrated by Erickson (1977) 
with the example of the chess game. As Erickson ob-
served, one can describe the movements of chess 
pieces in millimeters forward , backward, or sideways 
on a plane and yet tell nothing of what is happening in 
the game of chess. In this case, Erickson noted, de-
scriptions can be rich and yet invalid. The richness it-
self may focus on functionally irrelevant attributes of 
the game. As Erickson (1979) has pointed out, one 
can know very little about the game and describe it 
richly; one must know a great deal about the game in 
order to describe it validly. Erickson quoted the follow-
ing passages from Wittgenstein to clarify his posi-
tion : 
But how can I decide what is an essential and 
what is an inessential, accidental , feature of 
the notation? Is there some reality lying be-
yond the notation which shapes its grammar? 
.. . Let us say that the meaning of a piece is 
its role in the game . .. So I am inclined to dis-
tinguish between the essential and the ines-
sential in a game, too. The game, one would 
like to say, has not only rules but also a point. 
(Philosophical Investigations, Sec. 562-564) 
It is the point or purpose that gives meaning and sig-
nificance to the rules of a game. In the same way, ref-
erence to purpose, intention, or motive makes human 
actions meaningful. 
These purposes, intentions, motives, and so on, 
which are essential in characterizing human behavior, 
may be impervious to empirical observations and im-
possible to describe in terms of bodily movements or 
events. For instance, if I raise my hand it may mean 
several different things. It may be understood as a 
sign of greeting someone, testing the wind, or hailing 
a taxi. An observer may be quite mistaken about how I 
perceive what I am doing. He/she may, after careful 
observations, arrive at a certain conclusion and may 
identify my action as one of the possibilities men-
tioned. There is no guarantee, however, that the ob-
server's conclusion is the right one. The possibility of 
erroneous attribution is ever present when observable 
criteria are used in identifying human actions. This im-
plies that observable criteria cannot have the same 
function in cultural sciences as they have in natural 
sciences. 
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A significant insight into the nature of cultural 
knowledge as well as the methods of cultural under-
standing may be gained from the later writings of Witt-
genstein , particularly his discussion of language 
games as part of forms of life in Philosophical Investi-
gations. Wittgenstein used the terms language games 
and forms of life as two interconnected analogies. 
These analogies tell us something about the unique 
ways in which human affairs become meaningful in 
the life of some determinate group of humans. They 
also show the importance of understanding human af-
fairs in their distinct and unique contexts. 
The conception of language games is said to have 
come suddenly to Wittgenstein as he watched a foot-
ball game and realized that what the players were 
doing with the ball is what all people do with words. In 
order to play a game there must be a commitment to 
the pattern which predates, so to speak, the actual 
playing. And it is the existence of such a framework in 
language activities that the analogy of language game 
evokes. It draws attention to the context upon which 
users depend for some regularity and order in under-
standing what is being done with words, symbols, and 
sentences. 
Languages, like games, may be said to be gov-
erned by rules. This does not mean, however, that a 
language is completely bounded by rules: according 
to Wittgenstein, a language game " is not everywhere 
circumscribed by rules; but no more are there any 
rules for how high one throws the ball in tennis or how 
hard; yet tennis is a game for all that and has rules 
too" (Sec. 61 ). Moreover, Wittgenstein conceived of 
rules as signposts rather than as fixed determinants. 
He pointed out that both in language and in games 
one may alter the rules, may create new ones· while 
using the old, or may break an old rule without neces-
sarily creating a new one. 
The concept of game, which presupposes playing a 
game, is related more closely to a form of life than it is 
to a list of rules. It is the form of life that makes sense 
of the language game. The term form of life generally 
is understood as a way of life or a mode or manner of 
life. It may be understood also as "established pat-
terns of action shared by members of a group," a 
characterization used to illustrate the concept of cul-
ture by the noted anthropologist, Tylor (1871, p. 1 ). 
In his discussion of forms of life, Wittgenstein men-
tioned language and indicated how forms of life are in-
terwoven with language: "Here the term 'language 
game' is meant to bring into prominence the fact that 
the speaking of language is part of an activity, or of a 
form of life" (Sec. 23). It is interesting to note that in 
speaking of language, Wittgenstein is speaking not 
about langue but about parole, i.e., speech (Saus-
sure, 1962). Wittgenstein is not concerned with the 
meaning of the words or sentences or predicate ex-
pressions as such, but with the use of expressions in 
varieties of speech situations. Thus forms of life refer 
to the significant relations between the kind of lan-
guage we have and the manner of life we lead. 
Wittgenstein 's discussion of language games as 
forms of life further demonstrates that meaningful ac-
' 
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tions are shared by members of a group. It illuminates 
the fact that the meaning of an expression, like the 
role of a piece in a board game, is a function of the 
framework in which it appears. The emergent field of 
sociolinguistics further elucidates this point. Every 
individual belongs to a speech community, a particu-
lar social group that has a characteristic speech form. 
Members of a particular speech community use the 
speech form in a particular manner, enabling them to 
orient to one another. A study of speech systems re-
veals, it has been said , that there are different rules, 
formal and informal, that regulate the options people 
take in various contexts. As Bernstein (1971) has 
pointed out: 
Different speech forms or codes are said to 
symbolize the form of the social relationship, 
regulate the nature of speech encounters, 
and create for the speakers different orders of 
relevance and relation . The experience of the 
speakers is then transformed by what is made 
significant or relevant by the speech form . 
(pp. 173-4) 
This linguistic rule system is identified with the cultur-
al system, which is the same as the form of life that 
Wittgenstein described. 
According to Wittgenstein , rule following involves a 
peculiar kind of interpersonal agreement that arises in 
the context of making judgments. It is not something 
that people use deliberately in order to arrive at a 
judgment, but something that arises in the course of 
making judgments. It is not simply the effectuation of 
previously existing principles. It is the agreement of 
those who share the form of life. 
This interpersonal agreement may be seen as a 
condition of the possibility of anyone's ever saying 
something meaningful. It is not so much the agree-
ment in judgments. As Wittgenstein put it, " If lan-
guage is to be a means of communication, there must 
be agreement not only in definitions but also (queer as 
this may sound) in judgments. This seems to abolish 
logic, but does not do so" (Sec. 242). There would be, 
for instance, no concept of color and no possibility of 
making true or false statements about color if people 
did not agree in their perceptions of the color of ob-
jects. Thus, if people did not agree in their application 
of judging color, it would be meaningless to speak of 
judging whether or not an object is red. In other 
words, standards or norms are not direct gifts of God; 
they are not given from without, but they arise out of 
and are intelligible only if they immerse themselves in 
the context and share in the form of life. This is why 
Wittgenstein said that even if we have a mastery of a 
country's language, we still may not understand the 
people of that country, because something is still 
missing. The missing link is the forms of life: what 
people are doing with the language, and how it fits 
into their activities. In Wittgenstein's words , "We do 
not understand the people (and not because of not 
knowing what they are saying to themselves). We can-
not find our feet with them" (Sec. 223). 
For Wittgenstein , language games are the primary 
element; they come before any experience. In order to 
play a game, the players must be committed to a pat-
tern , which , as it were, preexists the actual playing. In 
the same sense, language games as forms of life are 
a logical precondition for the possibility of making 
sense of human affairs. They may be understood as 
taking the place of a priori forms of understanding. 
They are by no means fixed . Wittgenstein pointed out 
that there are countless language games: " And this 
multiplicity is not something fixed, given once for all ; 
but new types of language, new language games, as 
we may say, come into existence, and others become 
obsolete and forgotten " (Sec. 23). Thus, Wittgenstein 
may be said to replace the one a priori form of lan-
guage by an infinite number of language games as 
forms of life. 
Methods of Cultural Understanding 
Human actions are goal-directed and usually con-
form to certain criteria or conventions. Hence, human 
actions, unlike the movements of physical objects, 
cannot be characterized adequately in terms of obser-
vational data. For this reason , the method of human 
science must be different from that of natural science. 
Dilthey (1910) maintained that natural science can 
do no more than explain (erklaren) observed events 
by relating them to other events in accordance with 
natural laws. These laws, he pointed out, cannot ex-
plain the inner nature of the things and processes that 
we study. Dilthey was firmly convinced that with hu-
man beings there is a sense in which it is possible to 
go behind observable actions to something internal : 
we may understand (verstehen) their actions in terms 
of their thoughts, feelings, and desires. We can know 
not merely what a person does but also the experi-
ences (Erlebnisse), the thoughts, memories, value 
judgments, and purposes that have led to his or her 
action. The difference between understanding and ex-
planation was further delineated by Von Wright 
(1971 ): 
Ordinary usage does not make a sharp dis-
tinction between the words 'explain ' and 'un-
derstand.' Practically every explanation, be it 
casual or teleological or of some other kind, 
can be said to further our understanding of 
things. But 'understanding' also has a psy-
chological ring which 'explanation ' has not 
. . . It is not through this psychological twist, 
however, that understanding may be differen-
tiated from explanation. Understanding is 
also connected with intentionality in a way ex-
planation is not. This intentionalistic or, as 
one could perhaps also call it, semantic di-
mension of understanding has come to play a 
prominent role in more recent methodological 
discussion. (p. 6) 
The problems of understanding as opposed to scien-
tific explanation are not empirical but philosophical 
ones, because they are about the a priori presupposi-
tions for all possible empirical knowledge. 
Following Wittgenstein , one may argue that mean-
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ingful behavior is rule-governed, that the rules arise in 
the course of conduct and, conversely, that the nature 
of the conduct out of which they arise can be grasped 
only as the embodiment of these rules. In other words, 
the notion of meaningful behavior presupposes a prin-
ciple or maxim, and the very idea of a maxim of be-
havior in turn presupposes actual behavior - that is, 
a form of life - that embodies this maxim. Every par-
ticular piece of knowledge obtained presupposes acer-
tain understanding of the world that is not inherent in 
individuals as such, but instead has developed in the 
process of interaction among many individuals who 
share the same form of life. 
Hence all human behavior, insofar as it has to be 
conceived of as following rules and thus at the same 
time as understanding and understandable, cannot 
be a legitimate object of objective empirical method. 
Understanding human behavior cannot occur without 
reference to the language game as part of the form of 
life which is a logical precondition for the possibility of 
making any sense. And since Wittgenstein replaced 
the one a priori form of language by an infinite number 
of language games as forms of life, the language 
game of natural science becomes one language 
game among others, i.e., one form of life among oth-
ers. As a result, we are rescued from the methodolog-
ical monism of positivism, which would require us to 
identify knowledge with natural science rather than to 
understand science as one possible form of knowl-
edge. 
Thus the understanding of forms of life is practically 
identical with the comprehension of different systems 
of internal relations. It depends upon an understand-
ing of the social context. Winch (1964) rightly pointed 
out that beliefs and practices must always be under-
stood in context. The imposition of alien criteria, he 
said, is always a mistake. It makes no sense, for in-
stance, to analyze a Chinese test according to the 
rules of German grammar. Meanings are distorted 
when one thing is conceived of in terms of another. 
Misconceptions often arise in this manner. Under-
standing another culture, therefore, requires extend-
ing one's own culture, not simply by bringing the other 
way of life within the existing boundaries of one's 
own , but by understanding it in its own context. 
Glaring misunderstandings may result from a fail-
ure to suspend one's values and accept other forms 
of life or cultures on their own terms. Hector Berlioz 
(1851, p. 25), the musician and composer, wrote: 
"The Orientals call music that which we call tinkettle 
noises, and for them as for the witches of 'Macbeth ' 
the horrible is the beautiful." Such misconceptions, of 
course, are very often reciprocal. An Oriental might 
remark, " The Beethoven symphonies are very inter-
esting but why have all those chords been introduced, 
spoiling the charm of melodies?" From such a re-
mark, it is clear that there has been a fundamental 
misunderstanding. The famous educator Madam 
Montessori, when visiting India, commented, "Che 
poverta, non hanno neanche scarpe" ("How poor 
they are; they don't even have shoes."). In a country 
whose climate makes the wearing of shoes not only 
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useless but a veritable torture, this observation also 
reflects a fundamental misunderstanding. 
To stand back a bit from one's preoccupations, to 
scrutinize the logic of other people's lives, does not 
come easily to human beings. But it is a basic pre-
requisite to cultural understanding. It requires stand-
ing outside of oneself, maintaining a nonjudgmental 
attitude, empathizing with others, and appreciating 
that others' actions and states of affairs make sense 
from their point of view. It also requires experience 
with and understanding of the context, framework, or 
circumstances of the culture under study. 
In languages, a given word usually cannot be trans-
lated when it stands in isolation , but it can be trans-
lated when it is a part of a sentence or a speech. A 
paragraph is translated more accurately than a word. 
The translation of a word is anchored to the extent 
that the paragraph of which it is a part has been suc-
cessfully translated. Similarly, it takes acquaintance 
with the larger cultural context to identify the appropri-
ate parallel or classificatory assignment of any par-
ticular cultural item. 
Since every expression or action occurs necessarily 
within a certain context or situation as a whole, an un-
derstanding of parts of it must rest on a tentative 
grasp of the whole. This grasp, in turn, may be modi-
fied by understanding the parts. For example, it is 
said that Tibetans stick out their tongues to express 
friendly greeting, whereas Europeans do so to convey 
contempt. It may be argued that this diagnosis would 
be impossible if one could not infer a similarity in 
meaning from the context of behaviors (e.g., fighting 
or friendly sharing) that follows the gesture in each 
culture. Similarly, in some parts of India, people indi-
cate assent by a horizontal rather than vertical wag-
ging of the head. If a traveler from another country 
were to ask if a certain road leads to a certain city, and 
if his respondents were to use both words and head 
gestures to indicate that it does, the traveler would 
have no difficulty in understanding the significance of 
the head gesture used in the particular context. If they 
used only the head gesture, he would not have the 
context to understand its meaning in their culture. 
The approach used by ethnographers, which we 
shall call the "ethnographic mode of understanding," 
represents a useful approach to understanding cul-
tures in their contexts. One of the main characteristics 
of the ethnographic mode of understanding is that it 
attempts to gain an insider's perspective. Anthropolo-
gists characterize this as an emic approach, which 
consists of identifying the categories into which peo-
ple in a group classify their experience and under-
standing about their behavior and their world . Such an 
approach to the study of culture may be contrasted to 
the etic approach, which involves analyzing human 
behavior as a set of movements that humans make 
and interpreting it without regard to the subjects' un-
derstanding of what they are doing. In relation to our 
earlier discussions, it may be noted that the etic ap-
proach resembles the positivistic attempt to reduce in-
tentional behavior to events or bodily movements, 
whereas the emic approach resembles the language 
interpretative analysis of Wittgenstein. 
An ethnographic approach is not the only method of 
arriving at the contextual understanding needed to 
understand cultures. Case study methods, such as 
those advocated by Stake (1978), may also be effec-
tive. In the case studies described by Stake, "What is 
happening and deemed important within those boun-
daries (the emic) is considered vital and usually deter-
mines what the [case] study is about" (p. 7). 
Ethnographers, and researchers conducting case 
studies of the type Stake described, recognize the im-
portance of field work and live-in experience in gain-
ing a proper understanding of what they are studying. 
The procedures they employ - such as naturalistic 
observation, participant observation, interviewing of 
key informants, and event analysis - would be useful 
in any study of another culture. There is no guarantee, 
however, that the use of these or other appropriate 
methods would eliminate human biases. Campbell 
and Fiske (1959) noted the impossibility of separating 
the subjective and objective components of a single 
observation. Thus, the typical one-observer/one-cul-
ture study, they said, is inherently ambiguous. Any 
given feature of the report may represent either a trait 
of the observer or a trait of the object observed. They 
suggested the use of triangulation, with multiple ob-
servations of the same trait through separate instru-
ments (observers) and from separate vantage points, 
as a useful method of arriving at contextual under-
standing. The convergence of opinion that results 
from triangulation is analogous to the agreement in 
judgment that Wittgenstein described (Sec. 242). 
Conclusion 
Some of the complexities involved in cultural under-
standing have been discussed here at the epistemo-
logical and methodological levels. The approach 
taken in this paper clearly is contrary to the doctrine of 
positivism, i.e., the application of the scientific method 
not only to the sciences but also to human affairs. The 
positivist's refusal to make a clear distinction between 
human affairs and physical events creates a funda-
mental problem in relation to cultural understanding. 
Considering that positivism has been highly influential 
in American research circles and that most method-
ologists have been of positivistic persuasion (Hamil-
ton, 1977; Stake, 1978), there is reason for legitimate 
concern about current approaches to the study of cul-
ture. There is concern that those influenced by posi-
tivism may misunderstand a culture under study. 
Wittgenstein's discussion of the infinite number of 
language games as parts of the forms of life rescues 
us from adhering to the epistemological and methodo-
logical monism advocated by the positivist. The con-
cept of language game as part of a form of life illus-
trates the distinct character of a culture as an estab-
lished pattern of behavior shared by members of a 
group. It also illustrates the nature of cultural knowl-
edge as unique and context-bound. 
The methodological implications of the language 
game analogy are obvious. The existence of a multi-
plicity of language games, as parts of the many forms 
of life, means that one cannot reduce them all to one a 
priori form. To understand a culture, then, is to under-
stand its premises and - at least temporarily - to as-
sume, both imaginatively and sympathetically, the 
perspective of its members. Understanding a culture 
involves understanding forms (rules) and contents, 
each of which presupposes the other. A culture must 
be understood in terms of its own structure and val-
ues, instead of being examined from the point of view 
of the standards current in the observer's society or 
from the point of view of some allegedly independent 
and objective conception of reality. 
Methods used in ethnography and in some kinds of 
case studies represent useful approaches to cultural 
understanding. As ethnographers and those conduct-
ing case studies point out, the best procedure for 
studying a culture is to live with the people and to par-
ticipate in as many of their activities as possible. At-
tempts, therefore, to incorporate such live-in experi-
ence into the curriculum would provide a close and 
extensive knowledge of a culture. This would be far 
more useful in cross cultural studies than the surface 
level knowledge arrived at through reading books that 
present a large quantity of information, often in a 
laundry list of traits and facts. 
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BOOK REVIEW . • • 
Schools of the Future: How American 
Business and Education Can Cooperate 
to Save Our Schools, 
by Marvin Cetron. New York: McGraw Hill, 1985. 
Reviewer: Darrell S. Willey 
Marvin Cetron has an interesting way of dealing with the future. His credentials were enhanced by a 
somewhat uncanny prediction of the fall of the Iranian regime plus the rise of the Polish solidarity move-
ment. The major contribution advanced by Cetron is the projection that our secondary schools will be-
come much more vocational and technical in focus. Business and industry will gradually enter as key 
funding partners alongside local and state taxpayers. Adults will "retool" for career enhancement pur-
poses via training delivered at their local high schools. 
Darrell S. Willey 
Schools of the future: How American Business and 
Education Can Cooperate to Save Our Schools, by 
Marvin Cetron . New York: McGraw Hill, 1985. 167 pp. 
$12.95 hardcover 
Darrell Willey, Reviewer 
Marvin Cetron is one of an increasing number of influ-
ential writers involved in forecasting the future of the 
American public schools. His recent bestselling En-
counters With the Future brought him to the attention 
of the American Association of School Administrators. 
That group supplied development funds which partially 
underwrote the book. Cetron, in a recent Dallas ad-
dress, described himself as a forecaster, not a futurist. 
Apparently futurists place less reliance upon past and 
present "hard data" sources. 
The future of secondary education is generally opti-
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mistic if not buoyant. Much of the optimism is rooted 
in the availability and decreasing costs of high tech-
nology gear. Such technology will provide an access 
and array of educational opportunities which conven-
tional education has been unable to offer. Secondary 
and community college education will take on an added 
vocational-technical flavor. A vast majority of the skills 
undergirding present and future job titles can be ac-
quired at those levels. Many of the reform commission 
reports have totally neglected vocational-technical fa-
cets. A major strength of Schools of The Future may 
be that vocational-technical stress is given some pub-
lic parity with the more respected university prepara-
tion dimension . Thus, discussion and debate are 
encouraged. 
The author is of the opinion that the teacher of the 
future will be a much better paid individual. The all too 
familiar accountability factor will rigidly parallel those 
increases. His predictions include much tighter en-
trance standards to teaching with personal character-
istics such as speaking, leadership, and enhanced 
social skills kept in tandem with improved grade point 
standards. Teacher unions will gradually reach a posi-
tion wherein self-policing will purge the inept. Profes-
sional ladders, merit schemes, master teacher, and kin-
dred fiscal incentives will multiply. Cetron is quick to 
point out that pay differentiation incentives must not be 
implemented until an adequate " floor" salary is avail-
able to all teachers. A fifth preparation year is to be anti-
cipated at an early date. Teachers can anticipate three 
or four comprehensive retraining interludes during a 
career. In keeping with private sector traditions such 
retraining will be subsidized. 
A secondary teacher's future daily routine will differ 
substantially from that of the present. An extended 
210-220 day school year is expected. But a doctrine of 
flexi-time will be in place. Teachers may elect to pre-
pare video tapes of lecture and demonstration ses-
sions. These will be viewed while the teacher is at 
home, or out preparing for future classes. Arrange-
ments will be negotiated whereby teachers will not be 
present for all 220 days. Grade levels will be minimized 
with student output competencies stressed. Electro-
mechanical mediation will be omnipresent throughout 
the curricula. University preparation and vocation-
al-technical programs will each possess liberal arts, 
sciences, and mathematics facets. Learning will be 
"standards" centered. Marginal students will be forced 
out. What fate will befall the dropout is left to the 
reader 's ingenuity. 
Technology will alter the teacher's and administra-
tor's life in major measure. Gifted students can com-
plete university studies via satellite and not leave the 
high school plant. English papers may well be machine 
corrected and returned via individual conference with-
in hours. Curriculum decisions will commonly be made 
distinguishing gifted from creative student personnel. 
Adults will return frequently to the secondary schools 
for career retraining . This will commonly be financed 
by industro-business sectors contracting with LEA's to 
provide rather prescriptive training . The author makes 
a narrow distinction separating the calibre of education-
al achievement necessary to succeed in an industrial 
versus an information society. An information culture 
demands a higher order of learning mastery tied to a 
more generalizable intellect. Rapid shifts in technology 
will demand quick worker response if one is to survive 
and prosper. 
In forecasting our educational future Cetron has 
posited a high price tag. Our federal sector is attempt-
ing to extricate itself from school expenditures as rapid-
ly as political realities will allow. States are, in the opin-
ion of many, reaching tolerance ceilings as to what they 
will spend to underwrite the current reform renaissance. 
Parents and adult learners of the future will increas-
ingly spend family income to supplement public school 
expenditures. Business and industry are considered the 
major untapped source of support. Those sectors will 
not enter educational funding from purely an altruistic 
or philanthropic motive. Rather, private sector execu-
tives will perceive the competitive need for a maximally 
prepared work force. Public schools are the best 
equipped of our institutions to render that service. Forty-
six of our fifty state governors have organized business-
industrial and educational cooperative task forces in 
this regard . 
In summary, pains have been taken by the reviewer 
to keep statistical content to a readable minimum. 
Cetron's book affords a wealth of comparative 
statistical data. Many of his conclusions appear rea-
sonable in light of those statistics. Sections describing 
minority group and family life implications have been 
left untouched in this review. One interesting note was 
that in those cases where husband and wife have 
worked together at home in the " computer cottage" 
industry marital strife has been intense. Those divorce 
rates are presently disproportionately high. The book 
has served the function of placing numerous reform 
commission reports in perspective. Commission rec-
ommendations can now be checked against a future 
criteria grid to further test the validity of the assertions. 
Cetron is an advocate of an internal locus of educa-
tional control. Namely, people are not powerless. With 
insightful assertion and planning a citizenry can shape 
a positive tomorrow. 
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William Shreeve, William G. J. Goetter, Janet R. Norby 
Arnold F. Stueckle, Thomas K. Midgley 
Several national studies have noted declining levels 
of job satisfaction among America's teachers. Low sal-
aries and a lack of status or prestige have been cited 
as major factors in the declining desirability of careers 
in the field of education . 
While not disputing the importance of extrinsic re-
wards such as money and social status, a recent job 
satisfaction study conducted by the Eastern Washing-
ton University Department of Education adds signifi-
cant information for educational supervisors in the 
areas of job recognition and communication. We also 
learned that satisfied and dissatisfied teachers both 
understand - and appreciate - the intrinsic rewards 
of the teaching profession. 
GENERAL FUNDINGS 
The EWU Department of Education conducted its 
survey among the elementary and junior high school 
teachers of a southwest Washington state school dis-
trict. One hundred and twenty-one teachers returned 
questionnaires. Of those 121 , 20 (or 16.5 percent) in-
dicated dissatisfaction with their current employment; 
30 respondents (25 percent) were classed as neutral ; 
and 71 (58.5 percent) indicated overall satisfaction. 
Not surprisingly, older teachers expressed a higher 
level of satisfaction than younger teachers. Presum-
ably, strongly dissatisfied teachers leave education for 
other professions, thus creating an older but more satis-
fied pool of teachers as time passes. Earlier studies 
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confirm these satistical findings relating to age and job 
satisfaction levels. 
Our survey also found a slight difference between 
the satisfication levels of male and female teachers. 
Twenty-three percent of the men, compared to 15 per-
cent of the women, expressed dissatisfaction with their 
teaching career. 
Both satisfied and dissatisfied teachers indicated 
satisfaction with their home and family life (78 percent 
overall), but a significant discrepancy was found for 
questions relating to health problems. Only four per-
cent of the satisfied teachers, but 35 percent of the dis-
satisfied teachers, indicated continuing health prob-
lems. Thus, our survey confirmed earlier research 
which concluded that personal factors may positively 
or adversely affect job satisfaction, and vice-versa. 
Interestingly, both satisfied and dissatisfied teachers 
(83 percent overall) agree that the teaching profession 
offers little in the way of social status or prestige. 
Finally, thirty percent of our respondents told us that, 
given a choice, they would not choose a teaching ca-
reer again. As might be expected, 69 percent of the 
satisfied teachers would choose teaching again. Sur-
prisingly, 45 percent of the teachers classed as dissa-
tisfied would also choose teaching as a career again. 
These percentages may arise from the small percen-
tage of responding teachers (fewer than 25 percent) 
who believe they could easily find other non-teaching 
employment at a comparable level of compensation. 
THE INTRINSIC VALUE OF A TEACHING 
CAREER 
One of the most significant findings of the Eastern 
Washington University Department of Education job 
satisfaction survey came in questions relating to the 
intrinsic rewards inherent in the teaching profession . 
Both satisfied and dissatisfied teachers strongly agreed 
with the following statements: 
I enjoy teaching 
My job requires that I grow and " stretch" . 
I am given ample opportunity to grow 
professionally. 
I feel a sense of pride and accomplishment 
as a result of the work I do. 
I am regularly challenged to do my best. 
I am proud of my work. 
I know I make a difference in the lives of 
my students. 
My relationships with people at school matter 
to me. 
In addition, there was general but not as complete 
agreement with the following statements: 
Parents are frequently appreciative of the job 
I do. 
My supervisor is appreciative of the job I do. 
The quality of my work is recognized by my 
peers. 
I feel free to try out a better way of doing 
something. 
I am encouraged to think creatively. 
I have control over what happens in my 
classroom. 
Thus, both satisfied and dissatisfied respondents feel 
pride, challenge, and growth as a result of their work. 
Parents, peers, and supervisors indicate appreciation 
for the work done (however, as demonstrated later in 
this report, dissatisfied teachers significantly disagreed 
with several additional statements relating to recogni-
tion). Responsibility and autonomy are factors present 
in the classroom . 
These findings point to other factors than the teach-
ing job itself as sources of job dissatisfaction and con-
tradict those who say that teaching does not offer suf-
ficient career development, personal growth , or 
responsibility. 
COMMUNICATIONS AND DECISION-MAKING 
The EWU job satisfaction survey did find significant 
differences between satisfied and dissatisfied teachers 
in the areas of communications and decision-making. 
The following tables illustrate the findings: 
Statement: My supervisor does a good job of 
communicating decisions to 
everyone. 
Satisfied: 56 percent agreed 
Dissatisfied: 65 percent disagreed. 
Statement: I have an opportunity to influence 
plans which might affect me and my 
work. 
Satisfied: 60 percent agreed 
Dissatisfied: 60 percent disagreed 
Statement: Before a decision is made, I get a 
clear idea of how the final decision is 
made. 
Satisfied: 30 percent agreed 
Dissatisfied: 75 percent disagreed. 
With the exception of the final statement in the table, 
these findings indicate that unclear communications 
and exclusion from the decision-making process affect 
job satisfaction. In order to insure honest, open re-
sponses to the questionnaire, we made no attempt to 
identify responding teachers by building or supervisor. 
We cannot, therefore, determine whether a majority of 
the dissatisfied teachers may have been placed with 
supervisors exhibiting weak communications skills, or 
whether dissatisfied teachers tend to perceive commu-
nications as inadequate. We believe that additional re-
search relating to relationships between supervisors 
and teachers would yield more definitive data. 
Responses to the last statement in the table indicate 
that both satisfied and dissatisfied teachers in the sur-
veyed district have an unclear picture of the deci-
sion-making processes used by supervisors. This re-
sponse is interesting in relation to our findings regard-
ing teacher attitudes toward meetings. For example: 
Statement: My time is well utilized in meetings. 
Satisfied: 54 percent agreed 
Dissatisfied: 96 percent disagreed 
Statement: Meetings are useful and productive. 
Satisfied: 58 percent agreed 
Dissatisfied: 72 percent disagreed. 
Although satisfied teachers are more receptive to 
meetings than are dissatisfied teachers, the overall 
ignorance about decision-making processes indicates 
that meetings are not being used effectively as com-
munications and decision-making forums, at least in the 
surveyed district. 
RECOGNITION FOR A JOB WELL DONE 
As cited earlier in this survey, both satisfied and 
dissatisfied teachers believe that their efforts are recog-
nized by supervisors, peers, and parents. However, 
these responses relate to appreciation and recognition 
for the overall job of teaching . When we asked teach-
ers about recognition for individual achievements, pro-
jects, or initiatives, the responses were much different. 
Statement: I receive recognition when I do some-
thing wel l. 
Satisfied : 58 percent agreed 
Dissatisfied: 60 percent disagreed 
Statement: You only hear what you have done 
wrong around here, not what you 
have done right. 
Satisfied: 94 percent disagreed 
Dissatisfied: 45 percent agreed 
The responses seem to lead to the conclusion that 
satisfied teachers are good teachers who receive con-
sistent praise for outstanding performances in the 
classroom. Dissatisfied teachers , on the other hand, 
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are poor teachers who hear criticism often. However, 
responses to two additional statements belie that sim-
ple conclusion . 
Statement: If I work hard I will be recognized 
and appreciated for it. 
Satisfied : 60 percent disagreed 
Dissatisfied : 55 percent disagreed 
Statement: Exceptional performance is rewarded 
in my school. 
Satisfied : 74 percent disagreed 
Dissatisfied: 90 percent disagreed 
In the first statement, more satisfied than dissatis-
fied teachers believed that hard work would not, in and 
of itself, lead to recognition . In the second statement, 
a very significant number of both satisfied and dissa-
tisfied teachers are saying that they do not believe that 
even exceptional performance receives reward within 
the school bu ilding . 
Put together, responses to these statements indicate: 
1) teachers sense general appreciation for the job of 
teaching itself. Recognition does not come from the 
community at large (as indicated by the low prestige 
to the teaching profession), but from supervisors, peers, 
and parents with whom teachers come in direct con-
tact. 2) Most satisfied teachers feel that they receive 
some recognition for exceptional work and perfor-
mance. 3) However, both satisfied and dissatisfied 
teachers agree that hard work or exceptional perfor-
mances do not, in and of themselves, lead to recogni-
tion and reward. 
CONCLUSIONS 
These findings have profound implications for educa-
tional supervisors responsible for teacher evaluations, 
retention, and professional development as well as 
overall school environment. Obviously, the implemen-
tation of both formal and informal staff recognition pro-
grams can impact job satisfaction levels within a build-
ing or district. 
In addition, support for teachers from within the edu-
cational community can be bolstered through public 
relations efforts. If parents who come in direct contact 
with teachers appreciate the work they do, then that 
story should be made regularly available to television, 
radio, and newspaper media. Other avenues of com-
municating the good work of teachers to the commu-
nity should be explored and pursued. 
Research shows that of the formal and informal types 
of recognition programs, informal, spontaneous, and 
unexpected recognition carries the most powerful rein-
forcement for a job well done. Informal recognition 
takes the form of a " pat on the back," a thank you card, 
a public thank you before a staff meeting, a memo, an 
intercom announcement, or hundreds of other unex-
pected gestures of appreciation. Formal recognition 
programs (such as Distinguished Teacher Awards or 
Teacher of the Month programs), on the other hand, 
signal that the organization itself prizes excellence and 
hard work. Both forms of recognition are important indi-
cators of the building or district's concern for teacher 
recognition and job satisfaction . 
As teacher shortages develop during the next dec-
ade, job satisfaction within the educational setting will 
become an increasingly important factor considered by 
potential teaching candidates. Although educational 
supervisors may not be able to control the amount of 
salaries paid to teachers, and may have only a limited 
ability to assist in school and district public relations 
programs, they can directly impact the well-being and 
satisfaction of the teachers they supervise by increas-
ing the amount of recognition teachers receive for on-
the-job performance. In this case, a simple "thank you" 
may be priceless indeed. 
"The Challenge of Change with Conviction, Confidence, and Courage" 
American Association of Colleges for Teacher Education 
38th Annual Meeting • Chicago, Illinois • February 26-March 1, 1986 
Palmer House & Towers • 17 East Monroe Street • Chicago, Illinois 60690-1508 
With the plethora of reports, studies, and criticism of 
teacher education, the temptation is strong to throw up 
one's hands in frustration . Not so with teacher educa-
tors! 
We are responding to "the Challenge of Change 
with Conviction, Confidence, and Courage." We are 
initiating changes at an unprecedented rate to improve 
our teacher education programs and processes, and to 
assure quality and rigor. 
We are finding innovative ways to respond to man-
dates for reform. We are becoming more effective in 
communicating our ideas and experiences to the peo-
ple who make policies that affect teacher education . 
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We are actively engaged in seeking and developing 
incentives to attract and keep good teachers, while rais-
ing the standards for their admission and retention in 
our programs. We are aware that the challenges before 
us require that we change our modes of deliverey, our 
course structures and content, our entire programs. We 
know these things and we are responding . 
As a part of this dynamic process of change, you are 
invited to join us Feb. 26 to March 1 at the Palmer 
House in Chicago in a congenial exchange with your 
colleagues. You will hear about an abundance of ideas 
and programs that exemplify changes being made with 
"Conviction, Confidence, and Courage." 
Ten Strikes in Thirty-Nine Years 
Robert J. Gerardi 
Robert Gerardi has published over 150 practitioner oriented articles in state, national, and interna-
tional journals. While his article on teacher strikes is written from the perspective of a school superinten-
dent, it is sensitive and fair to both sides of the collective bargaining issue. Teachers and administrators 
will find his belief in the system and obvious respect for the process refreshing and informative. 
Robert Gerardi 
Pawtucket, Rhode Island, has many distinctions. 
Among them: 
1. Pawtucket became the birthplace of the Indus-
trial Revolution in America when, in 1793, 
Samuel Slater opened his mill which became a 
factory. (Cotton yarn spinning prior to this time 
was a "cottage" based industry done by indi-
vidual families.) 
2. Pawtucket had the first negotiated teachers' 
contract in the nation and was one of the first 
AFL affiliated teachers' unions. 
3. Pawtucket had the first teachers' strike in the 
country in 1946. 
4. Pawtucket has probably had the most teachers' 
strikes in America - their tenth (10th) in 1985. 
A request of the National School Boards Associa-
tion asking when and where the first school system 
strike occurred in the United States brought the re-
sponse, "New York City Public Schools on 12/16/61 
had the first documented school strike according to 
the Bureau of National Affairs." I was a bit surprised 
by this response from NSBA because not many cities 
have a history of teacher strikes to match Pawtucket, 
R. I., which recently emerged from its tenth strike -
obviously the Pawtucket strikes were not "document-
ed" by the Bureau of National Affairs. A more recent 
request to NSBA asking which city has had the most 
teachers' strikes in America has not been answered. 
Over the last four decades, Pawtucket has compi-
led a record of work stoppages, strikes, "withholding 
of services", and labor disputes possibly unmatched 
in education archives. The Pawtucket chronology fol-
lows: 
Dr. Robert J. Gerardi is pres-
ently Superintendent of Schools in 
Pawtucket, Rhode Island; he was 
formerly Superintendent of Schools 
in Mukwonago, Wisconsin. 
• September 3-5, 1946 - Not technically a strike. 
When a strike was threatened, the Commission-
er of Education closed the schools. 
• May 14 - June 15, 1951 - Teachers stayed out 
for the last six weeks of school. 
• June 13-17, 1955 - The school days were not 
made up. (one week) 
• September 3-13, 1957 - The school days were 
not made up. (8 days) 
• March 25 - April 6, 1964 - The school days were 
not made up. (9 days) 
• October 5-13, 1964 - The school days were not 
made up. (8 days) (Two stoppages during the 
same school year). 
• September 5-10, 1973 - Not technically a strike 
but schools didn't open until the issues were set-
tled. (4 days) 
• September 2-24, 1975 - Eight teachers jailed 
for contempt of court. Subsequent student strike 
over the make-up days. (19 days) 
• September 6-19, 1983 - For teachers. Simul-
taneously the non-teaching union was striking 
and their strike went from September 6-20, 
1983. (1 O days for teachers, 11 for non-teachers. 
Teachers fined $15,000.) 
• September 4-20, 1985 - Individuals and Union 
fined for failing to comply with the judge's re-
straining order, to the tune of $66,000. The strike 
lasted 13 days and 53 teachers were jailed. If it 
had continued, the judge would have jailed an 
additional 30 teachers a day until all 600 mem-
bers were incarcerated. 
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During the earliest strikes, teachers called for high-
er pay and other benefits and focused on the " iron-
fist" tactics of some strong-willed school board chair-
persons. Also , from the beginning, Pawtucket teach-
ers had some militant, articulate, and persuasive lead-
ers who made moves so daring that they drew nation-
al attention from Time Magazine and the New York 
Times . 
The more success the teachers' union achieved in 
improving pay and teaching conditions, the more de-
termined they became, even to the point of working to 
elect school board members sympathetic to their 
goals and viewpoints. Back in the 1940's, first-year 
teachers were getting as little as $1 ,000 for the year 
($900 if the teacher was a woman). One of the early 
battles was over equal pay, and that was won. 
Pawtucket's current financial troubles had their 
counterpart back in 1951 , when city officials said they 
were glad the teachers were out because they didn 't 
have the money to pay them anyway. Teachers walked 
off the job and stayed out for the remaining six weeks 
of school. That dispute was finally resolved in August. 
Lessons From History 
So much for history. What have we in Pawtucket 
learned? First, a few suggestions for administrators 
who are faced with a strike: 
1 . Convince the school board to seek a temporary 
restraining order immediately. School boards are of-
ten more optimistic than realistic. They will argue, 
" If we negotiate tonight (and tomorrow, etc.) we can 
get this settled without having to go to court". A 
strong union will have effectively foot-dragged 
through the summer and want major concessions dur-
ing the strike before they will settle. They have noth-
ing to lose since their 180 days and full contract salary 
are guaranteed. For a peaceful resolution the school 
board may be willing to give language but will get 
nothing in return unless they are determined not to 
settle , regardless of the pressures being applied , until 
they achieve some language gains too. In the 1985 
strike our attorney was in court the first day to seek a 
temporary restraining order. The hearing did not be-
gin until the 4th day to show that "irreparable harm" 
was being done to our students due to the work stop-
page. You can't argue "irreparable harm" on the first 
day of a strike. In Rhode Island, the state insists that 
during a labor dispute the schools remain open . This 
prevents union charges of a "lock-out". 
2. Be wary of the politicians - especially if it's an 
election year. They will be exerting increasing pres-
sure for a settlement each day the strike extends. 
Nine days into our 1983 strike, the Mayor called a 
meeting on Sunday, which ultimately lasted 12 hours. 
All the pressure was on the Superintendent and 
School Committee and it's a process of erosion. 
Deeply fatigued people do not make good decisions. 
During this time the union is resting and preparing its 
next thrust. During the 1985 strike the Mayor was part 
of a three-way mediation , which ended at 3:00 A.M. 
every morning, due to the School Committee's lack of 
finances to give an adequate raise to the teachers. In 
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Pawtucket, the Mayor, City Council , and School Com-
mittee are all up for re-election every two years. 1983 
and 1985 were both re-election years for all political 
candidates in the City and this increased the political 
"heat" during the strike. The 1985 settlement was for 
a three-year contract which will get negotiations off 
the election year. 
3. Watch out for the Press. The media will be inter-
viewing the Superintendent or School Board Presi-
dent daily. This may include three T.V. stations, four 
radio stations, and two newspapers - quite an effort! 
Have specified spokespersons (Superintendent and/ 
or School Board attorney/negotiator, or School Board 
Chairperson only) so that there are not conflicting 
stories. During a strike, the Press will capitalize on 
anything sensational. During the 1985 strike the Com-
missioner first, as a Special Master appointed by the 
judge, and during the last three days, the Governor, 
ordered a gag-rule on all participants to the negotia-
tions. This really helped with the Press because we 
were able to tell the Press, "No comment, we are un-
der a gag-rule". 
4. Be sensitive to the State Department of Educa-
tion . In 1985 the Commissioner was appointed as the 
Mediator by the judge and he and his assistant medi-
ated. The department has a strong interest in getting 
schools open . Their role is to provide what is in the 
best interests of the children. When they failed to get 
an agreement between the parties, the Governor ste-
pped in and forced the parties to continue mediation 
with the Commissioner and the Director of the Depart-
ment of Labor until it was resolved. 
5. Be prepared for the many publicity-pressure-
tactics teacher unions can bring to bear on the School 
.Board Members and Administrators . The Union might 
start a picket line that appears daily; charge the Board 
with refusal to bargain in good faith; demand the full 
B_oard to negotiate and then attempt to divide them ; 
picket the homes of Board Members; have individual 
teachers call Board Members seeking their support of 
a resolution; file an unfair labor practice, etc. All of 
these tactics and more have been used in Pawtucket. 
6. Stick to Your Guns - After you 've put in six or 
seven 20-hour days back-to-back you feel as though 
someone beat you up physically every day. You 
want it to end but don 't give away the store. The Union 
is counting on your fatigue. 
The Superintendent and School Committee are put-
ting in an eight-hour work-day and then negotiating for 
10-12 hours each night, including 18-hour marathons 
on Saturday and Sunday. During this time Union 
members are not working an eight-hour day so they 
have this time to rest and regain their physical strength. 
However, they have other pressures, such as, daily 
!i~es on their members and more members going to 
Jail every day for not obeying the judge's order. There 
is an equality in this mutual stress and both sides are 
motivated to seek a fair settlement as soon as possi-
ble. Both sides need to come out of a strike saying 
they "won " what they were fighting for. 
The temporary restraining order in Pawtucket was 
heard on the 4th, 6th, and 7th days of the strike. On 
the 7th day, Superior Court Judge Corinne Grande 
determined that irreparable harm was being caused 
by the strike for 22 different reasons. Teachers were 
ordered back to work on the 9th day, since they had to 
be notified individually of her restraining order. When 
they did not return she ordered them to be summoned 
and brought before her. On the 10th day, the eight 
members of the Union's negotiating team and 15 rank 
and file members were sent to jail. On the 11th day, 
13 more teachers were sentenced, and on the 12th 
day, 17 additional. If the strike had continued, the 
Judge intended to sentence 30 a day thereafter. The 
strike settled at 2:30 A.M. of the 13th day, and all were 
released from jail immediately. 
The Judge was extremely fair in dealing with each 
person she sent to jail. She almost begged each indi-
vidual to give her a reason, any reason, why they 
should not be sentenced. With two exceptions, all 
said they would not work without a contract and were 
prepared to go to jail. They were taken away in hand-
cuffs. When they left the courtroom to be taken to a 
holding area, prior to being taken to the jail , hundreds 
of their colleagues waited in the hallway and applaud-
ed, cheered, and thanked them for sticking to their 
principles. 
In 1975, jailing the Union's negotiating team was a 
first in the State; in 1983, Judge Torres' fining of the 
Union and its negotiating team was a first in the State. 
In 1985, Judge Grande's fining and jailing of the 
teachers was the most severe penalty teachers ever 
received in this State. 
The Governor in 1983 stated he favored mediation 
and binding arbitration. However, he was a "lame 
duck" Governor and was soon out of office. The cur-
rent governor, Edward DiPrete, has committed him-
self to changing the collective bargaining law in 
Rhode Island to obviate the annual strikes in this 
State. I believe that the law will be changed so that 
teachers are not forced to demonstrate civil disobedi-
ence to maintain their principles. 
The author previously worked in a state with "last, 
best offer" binding arbitration and considers it to be 
far superior to the Rhode Island system. There are no 
teacher strikes in that state and both sides do much 
better in terms of a fair settlement when the "last, best 
offer" is selected and implemented. However, school 
committees in Rhode Island are strongly against hav-
ing an " outsider" determine the content of a teach-
ers' agreement as that is tantamount to setting the tax 
rate. 
At this writing , the author is serving on an ad hoc 
committee of the Rhode Island School Superinten-
dents' Association to draft a resolution which will be-
come the Association's position paper on resolving 
teacher impasses. After this last jailing/fining, there is 
significant energy, statewide, among all groups, to 
change the collective bargaining statute to an alterna-
tive which prevents this annual problem in Rhode Is-
land. 
PUBLISHING OPPORTUNITIES 
The following is a list of nine major resource compilations that provide details about manuscript preparation and 
submission for major periodical outlets in the general field of education. 
1. Arnold, D.B., and Doyle, Jr., K.O. (1975). Education/psychology: A scholar's guide. Authors. 
2. Cabell, D.E. (1985). Cabe/l's directory of publishing opportunities in education. Beaumont, TX: Cabell Publishing. 
3. Camp, W.L., and Schwark, B.L. (1975). Guide to periodicals in education and its academic disciplines. Metu-
chen, NJ: Scarecrow Press. 
4. Directory of publishing opportunities in journals and periodicals. (1979). Fourth edition. Chicago: Marquis Aca-
demic Media. 
5. Dyer, T. , and Davis, M. (1981 ). Higher education periodicals: A directory. Athens, GA: Institute of Higher Educa-
tion , University of Georgia. 
6. Journal instructions to authors: A compilation of manuscript guidelines from education periodicals. (1985). An-
napolis, MD: PSI, Incorporated. 
7. Krepel, C.R. , and DuVall , W.J. (1977). Education and education-related serials: A directory. Littleton, CO: Li-
braries Unlimited, Inc. 
8. Roberts, M.C., and Associates (1982). Publishing child-oriented articles in psychology: A compendium of pub-
lications outlets. Boston: University Press of America. 
9. State education journals index-An annotated index of state education journals. Editor, Box 244, Westminister, 
co. 
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Stresses and Coping Strategies of 
Dual-Career Couples 
Affiliated with a University 
Melanie E. Rawlins, Larry D. Rawlins, John J. Rearden 
Dual-career marriages are a major social change of this century. Little research addresses this issue 
regarding university populations. This study uses data from 142 randomly selected, university-affiliated 
respondents. The 400 questionnaires, mailed to individual participants, were completed by 52 couples 
plus 38 respondents whose partners did not reply. Canonical correlation analyses produced three 
functions linking stressors and capers. Women usually reported significantly more stress than men. The 
largest discriminant-coefficient items regarded parenting difficulties and career-family conflict. These 
findings in the university setting complement the results of dual-career studies in business settings. The 
research reported in this article was supported by a faculty research grant awarded to Melanie Rawlins 
by the Eastern Illinois University Council for Faculty Research. 
Melanie E. Rawlins Larry D. Rawlins 
INTRODUCTION 
Since the early 1970s interest in the subject of dual-
career couples has increased in the literature of pro-
fessional counseling, psychology, sociology, and family 
development. The percentage of married women in full 
time employment has grown from about 30% before 
World War II (Maples, 1981) to approximately 60% in 
1984 (Knox, 1985). Hall and Hall (1979) state that 53% 
of U.S. families have at least two earners. One reason 
for the expanding interest in dual-career marriages may 
be the concomitant increase in numbers of couples 
thus employed (Fandrich, 1984). Harris (1985) com-
ments, " Surviving two jobs and parenthood may well 
be the acid test of the age" (p. 108). Indeed, Barrett 
(1984) contends, "The two-career marriage phenome-
non ... is the major social change of this century" (p. 
39). 
Researchers and popular writers seem to focus on 
the dual-career couple as the emerging norm rather 
than on the positive or negative merits of women be-
ing employed outside the home (Bebbington , 1973). 
Whereas some attention has been centered around 
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ways that wives' employment affects husbands (e.g. 
Locksley, 1980), most recent treatments of this subject 
recognize the dual-career relationship as a unique, 
functioning entity (Maples, 1981 ). 
A pervading theme in the literature on dual-career 
couples is stress and the concomitant coping strategies 
(e.g. Dosch, 1985; Hopkins and White, 1978; Knox, 
1985; Rapaport and Rapaport, 1976, 1978). Kreitner 
(1977) defines stress as an individual's reaction to en-
vironmental stimuli. Coping becomes necessary when 
stress becomes destructive instead of energizing. 
In Skinner's (1980) review of stress and coping in the 
dual-career family, she cites references from the years 
1969 through 1979. Skinner categorizes dual-career 
stress as either internal or external strain. Internal strain 
is further subdivided into overload issues, identity 
issues, role-cycling issues, and family characteristics. 
External strain is related to normative issues, occupa-
tional structure, and social network dilemmas. 
Berger, et al. (1977) acknowledge that couples gen-
erally cannot obtain two acceptable positions in today's 
job market. Pendleton, Poloma and Garland (1980) de-
veloped their "Scales for Investigation of the Dual-
Career Family" around six themes: Marriage Type, 
Domestic Responsibility, Satisfaction, Self-Image, Ca-
reer Salience, and Career Line. Beamish (1983) lists 
a conceptual framework around issues for dual-career 
couples. It includes Commitment and Trust, Power, In-
timacy and Communication , Self-Esteem, and 
Dilemmas. 
Gschwandtner (1984) acknowledges the trend toward 
more opportunities for women in business. Booth (1977) 
concluded that both men and women are generally pos-
itive about women's role in the labor force and viewed 
advantages as outweighing the disadvantages of dual-
career lifestyles. 
According to Hall and Hall (1978) successful dual-
career couples share both their commitment to work 
and their partner's right to have a career. Elman and 
Gilbert (1984), too, support the necessity of mutual re-
spect in dual-career relationships. The present study 
was designed to investigate the stress factors and cop-
ing strategies of dual-career couples who are associ-
ated with a university, an occupational setting neg-
lected in the literature. 
METHODS 
Subjects 
The public university from which the respondents 
were selected has an undergraduate and graduate en-
rollment of approximately 10,000 and employs over 1500 
faculty, administrators, and civil service workers. The 
sample of this study consisted of 52 dual-career cou-
ples, plus an additional 28 wives, and 10 husbands from 
the university community. This total of 142 individual re-
spondents from the sample of 200 dual-career couples 
equalled a 35.5% return rate. Subjects came from five 
of the seven colleges of the university, 16% were ad-
ministrators at all levels, 43% were faculty with twice 
as many professors as the other three ranks, and 28% 
were civil service employees from a variety of positions. 
Those employed outside the university reflected a 
microcosm of occupations from the larger society. All 
the respondents were Caucasians except seven. The 
modal amount of education reported was masters level. 
A dual-career couple was defined as two married indi-
viduals who are deeply committed to their respective 
work roles , and who devoted a considerable amount 
of time preparing, either through formal training or 
years of experience, for the positions they hold (Maples, 
1981 ). 
Procedure 
The first step in developing the questionnaire was 
to select from the literature stressors and coping stra-
tegies which operate in the dual-career marriage. Next, 
a panel of four experts reacted to the items by critiquing 
them , making suggestions, and pointing out unclear 
terms or phases. After revising the questionnaire a pilot 
study with ten couples was conducted to obtain sug-
gestions for improving the questionnaire. Their feed-
back and an item analysis were used in the final revi-
sion of the questionnaire which included 23 stressors 
and 23 coping strategies. 
A five point Likert scale with "1" meaning Strongly 
Disagree and "5" Strongly Agree was used for re-
sponding to the items. Open-ended items were added 
for respondents to specify stressors and/or coping stra-
tegies familiar in their own dual-career situation but not 
addressed in the questionnaire. Demographic data in-
cluded sex, race or ethnic background, position with 
the university, faculty rank and tenure status, college, 
number of years in present position, age, education, 
and years of non-school training specifically related to 
their present work. 
Using the faculty-staff directory and the local city 
directory, 200 university faculty, staff, and administra-
tors were randomly selected along with their spouses. 
The 400 questionnaires were mailed to each spouse 
in separate envelopes. Stamped return envelopes were 
included for spouses without a campus address. A 
return date was indicated in the cover letter. Follow-up 
telephone calls were made to each individual whose 
spouse had returned the questionnaire but he/she had 
not done so. 
RESULTS 
A total stress score and a total coping score were 
computed for each participant by summing the Likert 
values across the 23 stress and coping items. All 23 
stress and coping items were correlated with total 
score. All stress items correlated significantly (p. < .01 ). 
Two of the coping items regarding choosing a child-
less marriage and commuting a great deal did not cor-
relate significantly with total coping scores (p. > .05) but 
all the other items were signficantly correlated with total 
score (p. < .03). All further analysis with total coping 
scores excluded the two unreliable items. The total 
stress score and the total coping scores were the de-
pendent variables for a 2 x 2 analysis of variance for 
the sex of the participant and a classification based on 
whether or not the respondent was a member of a cou-
ple or a respondent whose spouse did not fill out the 
questionnaire. Women reported significantly more 
stress than men (F = 7.099, df = 1,131, p. = .009), indi-
viduals whose spouse did not respond were marginal-
ly more stressed than couples (F = 3.69, df = 1,131. 
p. = .057) and the interaction between these factors was 
not significant. The same 2 x 2 analysis of variance for 
total coping score failed to produce sex differences or 
differences between single respondents and couples, 
and the interaction was not significant. Total stress did 
not produce significant differences in other demograph-
ic variables: faculty status, faculty rank, being an ad-
ministrator, age, education and amount of nontechni-
cal training. Faculty members in the sample had higher 
coping scores than nonfaculty (F = 2.11, p. = .038). 
Although the correlation between total stress and 
total coping was not significant (r = .06, p. = .233), a 
canonical correlation analysis between the 23 stress 
items and the 23 coping items yielded three significant 
canonical factors with canonical correlations of .817, 





I am willing and flexible I, Table 1 -.38 The one in our relation- .42 ., 
Ranked canonical coefficients for the ship who earns more enough to make a 
' money has more power move for the sake of ; three significant canonical variables. (controls resources and my spouse's career 
; makes decisions). development. 
Canonical variable 1: Job demands -.36 I have to solve my own -.42 It would be helpful for 
coef. Stressor coef. Coping style problems with little help me to learn skills, such < from my spouse. as listening, confront-
' .48 My job is rigid and -.65 I make backup ing, and negotiating. .. · inflexible. arrangements for hand- .34 I have made a major .39 My spouse and I help -_. 
ling children 's career sacrifice in each other by commu-
' 
emergenices. supporting my spouse's nicating openly, 
.42 To continue the dual -.34 My work arrangements upward mobility in a empathically, with ; career life style it was are flexible . career. emotional support and 
' necessary for me to sensitivity to each 
switch careers other's feelings. 
-;. -.36 I experience conflict .30 My spouse and I -.24 It bothers me if my -.32 Our economic standard 
between family and share fairly in the spouse earns more of living is higher 
i career housework, child care , money than I do. because both of us 
·, 
and other family have careers. 
responsibilities . 
-: -. 31 I have made a major -.28 I am willing and flexible TABLE 2 career sacrifice in enough to make a ;, 
supporting my spouse 's move for the sake of Stress items producing significant ,: 
upward mobility. my spouse's career differences between husbands and wives. 
i development. 
.25 I have to solve my own .21 My spouse and I help Mean agreement 
problems with little help each other by commu- Item t value p. husband wife 
from my spouse. nicating openly, em- I accepted a position 2.26 .026 1.22 1.66 
phatically , with emo- which I did not want in 
tional support and sen- order to stay with my 
sitivity to each other's spouse who took a new 
feelings . position elsewhere. 
Canonical variable 2: My spouse considers my 3.26 .001 1.67 2.44 
Sharing and communicating 
career less important than 
his/her career. 
coef. Stressor coef. Coping style It bothers me if my 2.22 .03 1.73 1.27 
-. 63 My spouse and I do .54 My spouse and I share spouse earns more 
NOT share equitably in fairly in house work, money than I do. 
housework, child care child care and other 
I have made a major 3.18 .002 1.22 1.81 and other family family responsibilities. 
responsibilities. career sacrifice in sup-
-.45 I have to solve my own .41 My spouse and I help porting my spouse's up-
problems with little help each other by commu- ward mobility in a career. 
from my spouse. nicating openly, em- I experience conflict 3.31 .001 1.93 2 .71 
pathically, with emo- between family and 
tional support and sen- career. 
sitivity to each others 
As a dual-career partner 3.87 .001 1.80 2.66 feelings. 
I find it difficult to manage -.25 To continue a dual .33 We make back-up 
career lifestyle it was arrangements for my parenting 
necessary for me to handling children 's responsibilities. 
switch careers . emergencies. I have to deal with stress 3.03 .003 2 .64 3.41 
-.25 My partner and I are in .27 We cooperate with as a result of my dual-
different stages in our other families in activi- career lifestyle. 
respective career ties like shopping, child 
growth. care, and car pooling. 
TABLE 3 -.22 Two appropriate, full -.27 We delayed having 
time, continuous posi- children to become Coping items producing significant differences 
lions are or have been established in our between husbands and wives. difficult to secure for careers . 
my spouse and me. Mean agreement 
-.20 We have given up two -.26 Time management Item t value p. husband wife 
incomes to make a principles are helpful 
In order to cope with 4 .65 .001 2.75 3.83 move for just one to me in managing 
competing role demands position . stress. 
and time pressures , I 
Canonical variable 3: Money and power 
have lowered my stand-
ards for domestic work . 
coef. Stressor coef. Copying style My spouse and I work 2 .06 .04 4.13 3.77 
.44 My spouse considers .55 We delayed having together to balance fairly 
my career less impor- children to first become the strains and gains of 
tant than his/her established in our our dual-career lifestyle. 
career. careers. 
I have established priori- 2.75 .007 3.80 4 .32 
ties among and within my 
28 
roles, i.e., if work obliga-
tions are demanding, I 
limit what I do in other 
areas of life. 
In analyzing my demands 1.98 .05 3.28 3.67 
at work and home I dele-
gate responsibilities 
wherever possible. 
Time management prin- 2.23 .028 3.38 3.87 
ciples are helpful to me in 
managing stress. 
I am willing and flexible 5.09 .001 2.82 4.05 
enough to make a move 
for the sake of my 
spouse's career 
development. 
The first function relates particulars of job stress with 
coping techniques of adjusting to work arrangements 
(Table 1). 
This dominant factor of career stress can be char-
acterized as stress that results from the employment 
demands on the person. The person can be regarded 
as seeing the job as rigid and demanding; not perceiv-
ing conflict between career and family; having to ad-
just one's employment to accommodate the spouse but 
not feeling that great sacrifices have been made for the 
partner; and solving problems with little help from one's 
spouse. Their style of coping with these career de-
mands is to focus on meeting job demands, maybe 
even to the exclusion of concern with making contin-
gency domestic arrangements. They are not willing to 
move for their spouse's career, but they feel they do 
their share around the house and expect the children 
to help also. Additionally, they communicate openly and 
provide emotional support for their spouse. 
The second canonical function deals with stress 
related to sharing and communicating (Table 1). Items 
that have large standard canonical coefficients indicate 
efforts to share the work and help each other. The per-
sons see their careers at the same stage of develop-
ment. They did not switch careers for their partner and 
are concerned about getting employment for both part-
ners. However, they report making a major career sac-
rifice for their spouse's advancement. The coping styles 
to meet these stresses involve emotional support and 
sharing, communicating openly, cooperating by mak-
ing back-up arrangements for the children, cooperat-
ing with other families (e.g. car pooling), and trying to 
arrange compatible career paths. They do not postpone 
starting their family and see themselves as applying 
good time management principles. In addition, they are 
willing to compromise on domestic standards of neat-
ness, although they feel a sense of conflict between 
career and family . 
The third factor deals with problems of money, 
power, and feelings of importance (Table 1). The indi-
viduals believe that their spouse sees his/her career 
as more important than theirs; feel that they have sac-
rificed their own career for their spouse's upward mobil-
ity in a career but claim it doesn't bother them if their 
spouse makes more than they. Coping styles are ac-
commodating. They employ such strategies as delay-
ing of having children, being willing to move to accom-
modate spouse's career, believing that they do not 
need additional life-skill training, and communicating 
openly and sensitively. They appreciate the economic 
advantages of two incomes, and commuting was not 
practiced by this population. Although they respond 
positively to participating in a support group, they do 
not have friends who are in dual-career relationships. 
The discriminant analysis that compared husbands 
and wives on the 23 stress items was significant (ca-
nonical correlation = .57, p. = .03). The items that 
showed the largest discriminant coefficients, and had 
significant univariate F values, dealt with problems of 
family vs. career, parenting, being bothered by spouse 
making more money, and having the spouse see their 
career as less important, respectively. Women report-
ed more stress on all the items except the one about 
being bothered by the spouse making more money. 
The discriminant analysis comparing sex of couples 
on coping items yielded a significant discriminant func-
tion (canonical correlation = .68, p. < .001 ). Items with 
the largest standardized canonical discriminant func-
tion coefficients and significant univariate F ratios were 
willingness to move for spouse, lowering domestic 
standards, and limiting non-career and non-family ac-
tivities, respectively. 
DISCUSSION AND CONCLUSION 
Total stress scores, but not total coping scores, are 
significantly higher for women. A significant discrimi-
nant analysis comparing men and women suggests that 
women have more stress about parenting and family-
career conflict, while husbands are more concerned if 
the wives earn more money. Sex differences in coping 
show women being more accommodating by being will-
ing to change locations, compromising domestic stand-
ards, and prioritizing responsibilities. Although the re-
cent literature focuses on the unique relationship of 
dual-careers (Barrett, 1984; Dosch, 1985; Harris, 1985; 
Maples, 1981 ), the onus is still on the woman to carry 
the burden of both career and family. 
Canonical analysis of stress and coping produced 
three significant canonical functions: first , relating 
stress and coping styles associated with specific ca-
reer demands; second, dealing with problems of shar-
ing and communicating; and finally a function con-
cerned with money and power issues between 
spouses. This empirical structure corresponds with 
three of Beamish's (1983) conceptual issues: commit-
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